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ABSTRACT
The purpose of this collective case study was to describe and understand teachers' perceptions
of anti-bullying intervention and prevention strategies, or programs, that address the bullying
of students with disabilities in elementary schools found throughout a large, suburban school
district that is in the central region of the United States. The theory that guided this study was
Bandura's (2002) social cognitive theory, which describes how individuals' (teachers
specifically) self-efficacy beliefs play a significant role in considering and dealing with
situations. The guiding research questions that evoked participant responses and revealed
their self-efficacy beliefs surrounding the phenomenon included delving into the needs,
resources and supports, specific interventions, and the efficacy of the current bullying
initiatives for bullied students with disabilities. The chosen qualitative research design for
this study was the case study design. This collective case study highlighted the different
aspects of 15 teacher participant descriptions, understandings, and perspectives about
interventions and prevention strategies concerning students with disabilities who encounter
bullying. This study was also bounded by the actual school setting (elementary) and a
specific time in which teachers have taught students with disabilities (within the last five
years). The various essential data collection guidelines were followed for this case study and
consisted of interviews, a focus group session, and participant journal entries. The four
themes of teachers' perceptions of bullying, available resources, district and campus
initiatives, and unintended bullying perpetration were centered around the collected data and
were determined to understand the case's complexity better.
Keywords: bullying, disabilities, anti-bullying interventions, school climate
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CHAPTER ONE: INTRODUCTION
Overview
Chapter One of this collective, qualitative case study highlights the study's
background, which provides pertinent information that enlightens one on this study's
foundational issues. This study's historical and social underpinnings are distinctly described,
allowing one to journey through the various historical and social contextual features from
earlier on in history until now. The theoretical context is provided and described to provide a
lens that reveals the theoretical framework that will guide this study. Chapter One explains
the philosophical assumption that I ascribe to, defining my personal and professional
background, perspectives, and principles. Ultimately, this chapter provides a firm foundation
that describes the critical components of this study. This chapter discusses the vital essential
elements, such as the problem statement, purpose statement, the study's significance, research
questions, definitions, and the chapter summary.
Background
The following segment highlights the historical, social, and theoretical context of this
study. This section intends to provide a foundation for the contextual aspects of this
qualitative collective case study. The following synopsis gives a general understanding that
illuminates the foundational elements of bullying related to students with disabilities and
teachers' descriptions, experiences, and perspectives regarding bullying interventions.
Historical Context
The nation is facing a contemporary phenomenon, bullying, which presently plagues
our schools and has been a subject of attention and alarm for the past few decades (JimenezBarbero & Llor-Esteban, 2016; Veenstra, Lindenberg, Huitsing, Sainio, & Salmivalli, 2014).
The notion of bullying was conceived hundreds of years ago through literature written in the
late 1600s, referring to bullying as petty tyranny (Hawley & Williford, 2014). The initial
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books and studies involving bullying during the '70s in Sweden and Norway, as well as
summarized by Olweus (1978), Roland (2000), and other researchers around the world,
unlocked the understanding, nature, consequences, and effective and efficient ways to address
better the topic of bullying (Chalamandaris & Piette, 2015). Bullying can generally be
defined as repeated and intentionally aggressive acts perpetrated towards those considered
less powerful (Sokol, Bussey, & Rapee, 2016). As suggested by Houchins, Oakes, and
Johnson (2016), "Bullying is a serious issue affecting the psychological, social, and physical
well-being of students" (p. 259). Various studies have examined the subject of bullying and
its occurrences within countries: such as the United States of America, Spain, Australia, the
UK, and Germany; suggesting that between the range of 20% and 30% of students are
involved in victimization that includes verbal intimidation to more severe physical forms of
aggression (Jimenez-Barbero & Llor-Esteban, 2016). Nationally, there is an awareness of the
possible short and long-term unfavorable ill-effects that bullying produces (Houchins et al.,
2016).
Many students, who are already genetically prone to having various problems, are at a
greater risk for developing future internal issues (Guimond, Brendgen, Vitaro, Dionne, &
Boivin, 2015). Presently, the immediate effects of bullying can be seen through incidences
surrounding suicide, while the long-term effects can include elements such as depression,
aggressive behaviors, and anxiety (Houchins et al., 2016). The various forms of bullying can
be either direct or indirect and include physical aggression, damaging reputation, property
damage, and hurtful verbal or written communication that harms (Houchins et al., 2016; Jan
& Husain, 2015). Bullying situations can occur within the school, neighborhood, or
electronically (cyberbullying) (Houchins et al., 2016; Swearer, Wang, Maag, Siebecker, &
Frerichs, 2012).
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The awareness of bullying has increased over the years and has prompted a surge in
school bullying prevention programs and studies evaluating their efficacy (Jimenez-Barbero
& Llor-Esteban, 2016). Through a survey conducted by Ttofi and Farrington (2011), a
review of 44 anti-bullying evaluations that ranged from 1983 to 2009 suggested that bullying
has declined by 20% to 23% and reduced victimization by 17% (Houchins et al., 2016). The
study also revealed that those anti-bullying programs with extended length, were thorough,
involved community members such as parents, included playground management, and upheld
robust punitive practices were more effective (Houchins et al., 2016). An additional study by
Fekkes and colleagues (2006) suggested that anti-bullying interventions aided in decreasing
bullying and other underlining issues (Guimond et al., 2015).
There is a troubling reoccurrence of bullying incidents within the general population,
but even more alarming are the rates for students with disabilities concerning bullying
(Houchins et al., 2016; Repo & Sajaniemi, 2015). Researchers conclude that twice as many
students with disabilities are associated with peer victimization compared to their
counterparts (Houchins et al., 2016; Jimenez-Barbero & Llor-Esteban, 2016). The
intellectual or physical characteristics of students with disabilities may be related to the
increased risk of being victims of bullying (Houchins et al., 2016). Although there has been
increased knowledge spread through research surrounding the topic of bullying, little is
known about the perpetration of bullying acts toward students with disabilities (Swearer,
Wang, Maag, Siebecker, & Frerichs, 2012).
Social Context
Bullying is a life-long problem for school-aged students, and it affects the bully, the
victims, and the bystanders who witness the acts of bullying (Jan & Husain, 2015). The
consequences of bullying are substantial (Bell & Grant, 2016). Bullying behaviors involving
students can occur within the school building or grounds, traveling to and from school, and
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through cyberspace (Swearer et al., 2012). Bullying acts may involve verbal and physical
attacks, threats, mocking or criticizing, as well as improper behavior or facial expressions
(Jan & Husain, 2015). Victimized peers exhibit higher anxiety, loneliness, mental distress,
social interaction avoidance, and insufficient academic prowess (Bell & Grant, 2016).
Educators are forced to deal with bullying and its consequences and ensure that bullying is
recognized, understood, and taken seriously (Jan & Husain, 2015). "Bullying creates barriers
to learning with negative outcomes on the part of both students and institutions" (Jan &
Husain, 2015, p. 43).
Several research studies involving the school environment and bullying have shown
that children with disabilities are at a higher risk for victimization (Repo & Sajaniemi, 2015).
Bullying prevention programs intend to highlight various ways to deal with bullying
situations (Repo & Sajaniemi, 2015). The teacher's ability to combat bullying depends on
their knowledge base, ultimately impacting how their preventive strategies help bully
perpetration (Macaulay, Betts, Stiller, & Kellezi, 2018). Research has revealed that educators
who appropriately intervene in bullying situations tended to stop after the intervention, and
both the bullies and victims received help (Repo & Sajaniemi, 2015). Those educators less
equipped to intervene had less success in evaluating bullying occurrences and needed are
increased staff awareness and education for collective agreements concerning bullying
intervention (Repo & Sajaniemi, 2015).
Theoretical Context
The theoretical orientation within a study is the lens through which one can ascertain
the participants' views and the researcher (Creswell & Poth, 2018; Bhattacharya, 2017). The
theoretical framework is viewed as the structure of one's research study and consists of the
theories or concepts that bring insight into the study (Merriam & Tisdell, 2016). The
theoretical lens is considered the skeleton or framework that explains the "why" of what is
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happening (Corbin & Strauss, 2015).

The theoretical framework originates from the study's

stance, and every study has one (Merriam & Tisdell, 2016). The framework allows one to
organize the data better, suggest one's assumptions and beliefs, and organize thoughts
explored in the research (Bhattacharya, 2017).
As suggested by Bandura's (2002) social cognitive theory, an individual's influence
may occur through one's actions, personal factors, and one's surroundings (Miller, Rameriz,
& Murdock, 2017). Many previous studies related to teacher self-efficacy were grounded in
Bandura's s (2002) social cognitive theory (Khoury-Kassabri, 2012). In turn, this has had a
significant impact on research investigating teacher self-efficacy and bullying intervention
and prevention programs (Zee, Jong, & Koomen, 2017). Bandura alluded to self-efficacy as
an individual's skill set to organize and execute the needed actions to produce outcomes
(Bandura, 1997; Khoury-Kassabri, 2012). Bandura's (2002) social cognitive theory suggested
that three modes influence an individual's interactions and life circumstances (Bandura, 2002;
Miller, Ramirez, & Murdock, 2017). These three modes included personal agency, proxy
agent or relying on others to secure the best interest of one's self, and a collective-group
agency (Bandura, 2002). Throughout one's day, all three agents must blend to successfully
make it through the day (Bandura, 2002). Among all the factors related to humans, personal
efficacy is the most vital and prevalent concept (Bandura, 1977; Bandura, 2002). Selfefficacy beliefs aid in how an individual decides how to persist and how to conquer severe
adversities (Miller, Ramirez, & Murdock, 2017; Zee, Jong, & Koomen, 2017). Cognitive
processes are critical for understanding changes in one's self-efficacy (Badura, 1997;
Pfitzner-Eden, 2016).
Self-efficacy directs whether a person will think negatively or positively, which in
turn, either hinders or enhances certain situations (Delahaij & Van Dam, 2017). Self-efficacy
signifies a belief that one has in one's ability to carry out specific actions (Klassen & Tze,
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2014). An essential aspect of the classroom centers around teacher self-efficacy (Miller,
Ramirez, & Murdock, 2017). For educators, a higher level of self-efficacy allows one to
better deal with challenging behaviors, guide instruction, influence commitment, and teach
mannerisms (Klassen & Tze, 2014). Student motivation and teachers' classroom
management are concepts affected by a teacher's self-efficacy (Khoury-Kassabri, 2012).
Teachers are essential for intervening and preventing bullying, and without anti-bullying
programs, the way teachers believe would be the sole extent to which they deal with bullying
and victimization issues (Gregus et al., 2017). Hence, the various school anti-bullying
programs' implementation and execution play a significant role in eliminating bullying and its
consequences (Guimond, Brendgen, Vitaro, Dionne, & Boivin, 2015). In turn, teacher
efficacy does play a significant role in molding the involved educators' discipline beliefs
(Khoury-Kassabri, 2012). Teachers are the first defenders, and they must feel empowered
and component when dealing with bullying scenarios (Guimond et al., 2015).
Educators are in a pivotal position to combat bullying, but some do not or cannot
intervene and are not deemed helpful by students (Gregus et al., 2017). Misbehavior, such as
bullying, is a difficult challenge that affects educators' personal beliefs (Almog & Shechtman,
2007; Tsouloupas, Carson, Matthews, Grewitch, & Barber, 2010). Teachers' views and
attitudes about intervention and prevention programs may play a role in the fidelity of the
program's implementation (Skinner, Babinski, & Gifford, 2014). The more component a
teacher feels, the more likely they will successfully handle bullying situations (Guimond et
al., 2015). Effective intervention and prevention programs geared to combat bullying can be
linked to the teacher's expectations and beliefs regarding their effectiveness to intervene
within bullying circumstances (Skinner, Babinski, & Gifford, 2014). The research suggested
that less than one in five schools enforce any bullying or prevention programs (Gregus et al.,
2017). Creating bullying intervention assists with remediating deficits concerning the
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controlling or changing student's bullying behaviors (Yeager, Fong, Lee, & Espelage, 2015).
Lack of implementation of anti-bullying programs can be linked to the teachers' various
beliefs and attitudes and whether they respond to bullying issues (Gregus et al., 2017).
Additionally, despite educational institutions attempting to implement a school-wide
bullying initiative with fidelity, there is still an issue with teacher and student buy-in (Torres,
2016). Teachers' self-efficacy beliefs play a pivotal part in implementing classroom antibullying programs that aim to improve students' social and emotional facets (Gregus et al.,
2017). Teachers with positive self-efficacy beliefs feel confident in their ability to manage
their classroom and are more likely to effectively use positive intervention and prevention
approaches (Herman et al., 2018).
"People have changed little genetically over recent decades, but they have changed
markedly through rapid cultural and technological evolution in their beliefs, mores, social
roles, and styles of behavior" (Bandura, 2002, p. 272). For this study, Bandura's (2002)
conceptual framework regarding social cognitive theory and teacher self-efficacy will guide
the scope and sequence. Teachers are primarily the first line of defense related to intervening
in bullying episodes (Burger et al., 2015; Guimond et al., 2015). Since a large segment of a
teacher's day is spent on behavior, delving into teachers' self-efficacy beliefs, knowledge, and
perceptions about anti-bullying strategies is key (Khoury-Kassabri, 2012). In particular, as it
relates to a student with disabilities, this sub-group of students have been deep-rooted within
the bullying dynamic compared to their fellow peers without disabilities (Rose, Nickerson, &
Stormont, 2015). Although students with disabilities have an increased probability of bully
victimization, this group has had few studies dedicated to their plight concerning bullying
(Reiter & Lapidot-Lefler, 2007; Cook, Nickerson, Werth, & Allen, 2017).
Self-efficacy can be associated with a particular sub-group (teachers) and various
situations (handling issues such as bullying (Ross & Bruce, 2007; Tsouloupas et al., 2010).
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Teachers' self-efficacy beliefs vary concerning their ability to intervene within student
bullying (Tsouloupas et al., 2010). Educators must exhibit strong-self efficacy beliefs to
manage behaviors (Belt & Belt, 2017).
Addressing teacher self-efficacy and skills related to alleviating bullying among
educators is essential in allowing teachers to speak about their experiences and the
consequences of those experiences (Burger et al., 2015). Additionally, since teacher selfefficacy is an essential factor in developing a student socially, emotionally, and academically,
it is beneficial to explore the various beliefs that work in tandem to combat the issues
associated with bullying and the student with disabilities (Zee, Jong, & Koomen, 2017).
Situation to Self
In the beginning, it was a long and bumpy ride for me concerning pinpointing an
exact research topic to study. My professors have aided me extensively in formulating a
prospective study that is viable to complete due to the gap in the literature surrounding the
said topic. I am currently in my third year of working with students with dyslexia. From the
beginning of my journey here at Liberty University, I have stated that I wanted to complete
my dissertation on a subject surrounding learning disabilities. It took me a while to find a
potential proper qualitative study. Once outlined, I was then able to ponder my topic and my
own experiences dealing with the bullying of students with disabilities.
Currently, the students that I service are pulled out of class daily during their reading
block for one hour. These past three years have led me to become a counselor to many of my
students who were feeling defeated due to their classmates' actions outside of our class
setting. Many students were being bullied and teased daily for their participation in the
dyslexia class. The students with dyslexia were being called names such as stupid and dumb.
The students in my dyslexia class even began to bully their fellow dyslexia classmates during
periods like lunch and recess to fit in with their other peers. One young man was so disturbed
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by these occurrences that he began to have physical outbursts and crying episodes during our
time together. I first wanted to explore the lived experiences of the students pulled out for
dyslexia services, but I then had to reconcile that this would be difficult to complete in the
elementary school setting. Ultimately, the chosen topic was teachers' descriptions,
understandings, and perceptions regarding intervention and prevention programs concerning
bullying students with disabilities. This study uncovered multiple teacher perceptions about
bullying of students with disabilities and interventions within their school. Delving into this
subject matter allowed me to provide a systematic and critical analysis of this qualitative
study's theoretical and methodological aspects, opening the door to reshaping current theories
and methods surrounding my research topic (Maxwell, 2012).
Throughout this study, the views presented were related to interactions between the
teacher and the student with disabilities and specific norms found within the teacher's life
concerning bullying (Creswell & Poth, 2018). Through this study, I strived to seek the
perceptions and experiences of reality related to the teachers that I worked with intensively
(Patton, 2015) and interpret the meanings concerning their world (Creswell & Poth, 2018).
This topic is near and dear to my heart, and I strived to ensure that I unearthed the potential
biases that I may have had related to this topic.
The ontological philosophical assumption deals with the nature of reality and the idea
of multiple realities for the specified phenomenon (Creswell & Poth, 2018). The ontological
assumption allowed me, the researcher, to report each participant's different views concerning
their experiences of bullying of students with disabilities and the associated anti-bullying
prevention programs within the participants' schools. By giving an ontological argument, I
provided a systematic and critical analysis, theoretically and methodologically, hence
clarifying what qualitative researchers do, opening the door to reshaping current theories and
methods related to my study (Maxwell, 2012). As a researcher, I reported on the various
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views associated with the participants in my study. I gained access to my participants within
their natural setting, and I was the primary research instrument that collected and analyzed
the retrieved data (Creswell & Poth, 2018). Ontology provided a framework for serious and
essential qualitative work (Maxwell, 2012). My ontological outlook can be linked to an
epistemological perspective. Ontology relates to looking at the world's reality, while
epistemology relates to the given world's knowledge (Jackson, 2013). The epistemological,
philosophical assumption helped me become closer and collaborate with the participants that
provided invaluable insight, allowing me, the researcher, to rely on their quotes as evidence
(Creswell & Poth, 2018). In education, epistemology helps one see what one believes to be
knowledge and how one goes about obtaining said knowledge (Oliver, 2010; Jackson, 2013).
The axiological assumption allowed me to better position myself, revealing my biases
throughout the study (Creswell & Poth, 2018).
I incorporated the ontological, epistemological, and axiological philosophical
assumptions using the paradigm of social constructivism. According to constructivism, the
truth is relative and is dependent on an individual's perspective (Fusch & Ness, 2015).
Implementing the social constructivism view allowed me to work closely with my
participants and enabled them to tell their stories freely (Fush & Ness, 2015; Kowalski,
Morgan, Drake-Lavelle, & Brooke, 2016). Social constructivism relies on, as much as
possible, the various participant views in the world in which they live and work (Creswell &
Poth, 2018). Through the participants' stories, I understood their reality (Fush & Ness, 2015).
As a social constructivist researcher, my research goal was to rely on the teacher participants'
various opinions concerning different situations (Creswell & Poth, 2018). The constructivist
view allowed me to interact with the participants in a reflexive manner (McLachlan & Garcia,
2015). The ideas related to interactions between other individuals and specific norms found
within their lives (Creswell & Poth, 2018). Through this proposed study, I endeavored to
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seek the perception and experiences of reality related to the teachers I worked with
intensively (Patton, 2015). As the researcher, I interpreted the meanings concerning the
participants' world. This interpretation occurred through the open-ended questions that
allowed the participant to construct their meaning related to the study's topic (Creswell,
2018). I also ensured that I captured the exact facts of what took place and what was stated
by the participants (Patton, 2015) to capture the meanings others attribute to their world
(Creswell & Poth, 2018). Also, I provided a pure description of the actual participants,
activities, various interactions, and settings, which transpired by using direct quotations from
those involved in the study (Patton, 2015).
Problem Statement
Research has highlighted that school-wide intervention and prevention programs have
effectively combated the issue of bullying (Bradshaw, Waasdorp, & O'Brennan, 2013).
Despite school-wide bullying intervention campaigns, many students diagnosed with learning
disabilities or physical disabilities find themselves experiencing stigmas and bullying
concerning their academic, social, and emotional journeys (Leseyane, Mandende, Makgato,
& Cekiso, 2018). Literature suggests that nearly 30% of the student population finds
themselves affected by bullying in the form of victims, bully-victims, or bullies (Zablotsky,
Bradshaw, Anderson, and Law, 2014). The issue with this finding is that peer victimization
(PV) can extend well into adulthood and impact social and occupational tendencies
(Sulkowski & Simmons, 2017). Due to deficits in their social skills, frequent peer rejection,
and lower social statuses, students with disabilities are at an even more increased risk of bully
victimization (Zablotsky et al., 2014). The possible causes of bullying against the student
with disabilities may be linked to the learner with disabilities' inability to perform as their
peers, which leads to the ridiculing of the student with disabilities by their classmates
(Leseyane et al., 2018). A possible cause for the harassment of students with disabilities may
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also be due to teachers' and stakeholders' inability to intervene within bullying occurrences
effectively.
There has been an abundance of research related to school-wide intervention efforts to
prevent and stop bullying practices. The problem is that to date, little has been garnered to
depict and describe how teachers view, understand, and define the existing intervention and
prevention policies on their campuses, especially as it relates to explaining how those
interventions and preventions assist the student with disabilities who encounter peer bullying
victimization. A qualitative collective case study framework allowed me to gain in-depth
insight from educators. This insight is needed to allow for the opportunity for this
multifaceted phenomenon to highlight essential elements that could progress theories,
alleviate the gaps in the literature, and provide further awareness about teachers' descriptions,
understandings, and perceptions of bullying intervention and prevention programs geared
towards students with disabilities (Baxter & Jack, 2008).
Purpose Statement
The purpose of this collective case study was to discover, describe, and understand
teachers' perceptions of interventions addressing bullying of students with disabilities in
elementary schools found throughout a large, suburban school district that is in the central
region of the United States. At this stage in the research, bullying can generally be defined as
repeated and intentionally aggressive acts perpetrated towards those considered less powerful
(Sokol, Bussey, & Rapee, 2016). The theory guiding this study is Bandura's (2002) social
cognitive theory, emphasizing teacher self-efficacy to describe better how teachers view,
describe, and understand the anti-bullying and prevention programs found within their
school.

27
Significance of the Study
This study delved into revealing the empirical, theoretical, and practical implications
related to the subject matter revolving around teachers' descriptions, understandings, and
perceptions about bullying intervention and prevention programs related to students with
disabilities. The momentous subject of bullying has steadily increased immensely over the
years and currently affects millions of individuals from all recognized cultures and societal
realms (Volk, Veenstra, & Espelage, 2017). Great effort has been placed on attempting to
identify the causes of bullying and the development of anti-bullying prevention programs, but
little conducted research has sought teacher descriptions, understandings, and perceptions of
the anti-bullying prevention programs as it relates to students with disabilities. There is no
better time than the present to produce empirical, theoretical, and practical findings that will
communicate change for an all-encompassing community of victimized individuals and the
stakeholders who aid them (Volk et al., 2017). A shift in attention needs to occur, and
instead of merely seeking various potential variables of the attributed characteristics related
to the cause of bullying, there is a need to recognize the overall, broader influences that work
mutually throughout victimization situations (Maunder & Crafter, 2018).
Presently, the creation of empirical research surrounding bullying is extensive,
helping individuals understand the nature, features, and interrelated experiences surrounding
this phenomenon (Volk et al., 2017). For instance, the study conducted to investigate
teachers' perceptions and responses toward cyberbullying highlighted that teachers needed
continued guidance and support surrounding the school's commitment to extinguishing the
issue of cyberbullying (Macaulay, Betts, Stiller, and Kellezi, 2018). However, this study did
not extend beyond cyberbullying, nor did it look at a specific population of students
considered to be the most affected by bullying (students with disabilities). This proposed
study will help close the literature gap related to teachers' descriptions, understandings, and
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perceptions of bullying intervention and prevention strategies regarding students with
disabilities. Macaulay et al. (2018) focused primarily on the perceptions of teachers as it
relates to cyberbullying. Also, the literature surrounding bullying within the lower grades
suggested a lack of teacher intervention (Kevorkian et al., 2016). This declaration indicates
that conducting a research study in the elementary school arena will help find viable paths to
intervening early against bullying, hence another added benefit for conducting this proposed
study. We can still argue, however, that little in regards to literature has been emphasized,
nor has there been a provision of a supportive comprehensible theoretical framework (Volk et
al., 2017) related to teachers' perceptions of victimized students with disabilities and the antibullying prevention programs targeted to aid this population of students. It is imperative that
we now focus on the varying circumstantial, historical, and organizational factors that impact
bullying actions (Maunder & Crafter, 2018).
This study provided new insights into the theoretical suppositions of Bandura's (2002)
social cognitive theory. Bandura's (2002) social cognitive theory enlightens one to
understand that an individual's self-efficacy beliefs play a significant role in their decisions
concerning intervening within bullying situations. A teacher's self-efficacy beliefs are an
essential factor determining how they will intervene in numerous bullying forms (Yoon et al.,
2016). Little research, however, has been conducted to express the sentiment of how teachers
influence the bullying phenomenon (Yoon & Bauman, 2014). One's personal self-efficacy
beliefs are important because a strong sense of efficacy leads to success (Bandura, 2002).
Although individuals understand that specific actions can result in successful outcomes, it
does not matter unless they believe in their proficiencies to achieve said outcomes (Bandura,
1977; Zee, Jong, & Koomen, 2017). The research suggests that high teacher self-efficacy
beliefs can be associated with higher classroom management levels (Zee, Jong, & Koomen,
2017). "It is difficult to achieve much while fighting self-doubt" (Bandura, 1993, p. 118).
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An educator with a high sense of self-efficacy provides an environment that enhances student
skills while also intervening in classroom discipline issues (Woolfolk, Rosoff, and Hoy,
1990; Zee, Jong, & Koomen, 2017). Anti-bullying programs encompass teacher
expectations, and positive outcomes depend upon teacher implementation (Gregus,
Rodriguez, Pastrana, Craig, McQuillin, & Cavell, 2017). One may possess self-regulatory
skills, but it is another thing to utilize those skills (Bandura, 2002). The more individuals can
ascertain efficiently involving themselves in various situations, the more they will be more
eager to engage in that behavior routinely (Ramires, Kulinna, & Cothran, 2012). A teacher's
lack of skills, knowledge, and buy-in inevitability affects an anti-bullying intervention and
prevention program's fidelity (Gregus et al., 2017).
To better fill the gap surrounding teachers' perceptions, descriptions, and
understandings of anti-bullying interventions and preventions encompassing the population
of students with disabilities, I drew upon Bandura's (2002) social cognitive theory to
generalize how a teacher might interact with bullying when they are confronted with the issue
(Li, Chen, & Lai, 2018). To date, there has been a plethora of empirical evidence produced
by laboratory type, investigational strategies versus qualitative studies (Hulbert-Williams,
Morrison, Wilkinson, & Neal, 2013).
The information provided from the results of this study adds conceptually to the
existing body of knowledge and helps alleviate the gaps in the literature by providing a
detailed account of teachers' descriptions, understandings, and perceptions related to antibullying interventions preventions regarding bullied students with disabilities. The
conducted study associated with teachers' perceptions of bullying and students with
disabilities, the group that research has shown to be affected the most, addressed all forms of
bullying in the elementary school setting. Bullying is a significant, long-standing societal
issue that students, teachers, administrators, and school districts must face. Currently, there is
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a gap in the literature that provides tangible findings and solutions for this issue (Swearer and
Hymel, 2015). This research study gives the formative mentioned stakeholders a look into
what implemented changes, solutions, and policies could better address bullying, particularly
within the population of students with disabilities. As the researcher, I interpreted the
teachers' world (Creswell, 2018). Through this proposed study, I committed to seek the
perception and experiences of reality related to the teachers that I worked with intensively
and the interventions and preventions involved concerning students with disabilities (Patton,
2015).
Research Questions
Qualitative research questions are developing in nature and are open-ended to help
frame the study's purpose and intent (Creswell & Poth, 2018). The proposed research
questions for this study allowed for an in-depth, rich collection of the data (Patton, 2015).
Qualitative research questions are comparable hypotheses found within quantitative research
but are not as specific, nor do they state the measurement and analysis involved (Merriam,
1998). The research questions also lead to further inquiries that developed this study
(Creswell & Poth, 2018). The following proposed research questions assisted with
addressing the problem and purpose of this case study;
RQ 1: What do teachers perceive to be the needs of students with disabilities who
are bullied?
Teachers must understand the needs of victimized students who are disabled
and deal with bullying situations since currently it is documented that most
individuals within any given school do not recognize the psychosocial needs of this
population of students (Vessey & O'Neill, 2011). There is a need to know whether
teachers perceive those students who are bullied as such because when they do not, it
is improbable that teachers will aid them through intervening (Oldenburg, Bosman, &
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Veenstra, 2016). When students become informed on how to handle victimization
and adversity better, they can then cope and have an overall better life quality (Vessey
& O'Neill, 2011).
RQ 2: What resources and supports do teachers gather to obtain ideas about bullying
intervention for students with disabilities?
It is standard in organizational change to delve into those involved within the
system (Feuerborn, Wallace, & Tyre, 2016). This question leads educators to assess
their part in supporting the school's structural changes concerning bullying and
harassment. Addressing current procedures may proactively shift thinking to
highlight what changes need to be implemented, causing momentum in transforming
the organization (Feuerborn et al., 2016). Teachers are not only responsible for
students' cognitive development, but they also are responsible for taking on the social
dilemmas that may plague the school or classroom (Oldenburg et al., 2016).
RQ 3: What specific interventions are in place to address bullying for students with
disabilities?
This is an essential question that needs addressing. Many schools currently
struggle to implement an intervention campaign that systematically changes and shifts
the bullying and discipline issues from reactive to proactive (Feuerborn et al., 2016).
Schools play a significant role in students' social well-being and development (Vessey
& O'Neill, 2011). When there is a lack of support from the teachers involved in an
organization, the change efforts become hindered (Feuerborn et al., 2016).
RQ 4: What are teachers' perceptions of the implemented bullying interventions'
results related to students with disabilities?
Those associated with organizational change have tasked us to study the
perceptions of those involved in implementing innovative strategies and interventions
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surrounding bullying (Feuerborn et al., 2016). Teachers are vital in unlocking future
theories and prevention and intervention strategies (Joo et al., 2018). It is essential to
inquire about the stakeholders' perceptions rather than approximate their views,
concerns, or needs (Feuerborn et al., 2016).
Definitions
1. Anti-Bullying Intervention Programs- Programs that reduce bullying perpetration
and ill-treatment (Gaffney, Ttofi, & Farrington, 2018)
2. Bully- Individual that initiates and leads the bullying (Thornberg, Wanstrom, Hong,
& Espelage, 2017)
3. Bullying- Bullying can generally be defined as repeated and intentionally aggressive
acts perpetrated towards those considered less powerful (Sokol, Bussey, & Rapee,
2016).
4. Bullying Bystander-Individual who remains passive or neutral (Thornberg et al.,
2017)
5. Bullying Defender- Individual who helps or supports the victim (Thornberg et al.,
2017)
6. Bullying Victim- Target of the bullying (Thornberg et al., 2017)
7. Learning Disability- Learning disabilities are neurological disorders that affect
various mental processes, making it challenging to ascertain different academic
skills such as reading and mathematics (Penney, 2018).
8. Reinforcer- Individual who supports the bully by cheering and laughing (Thornberg,
Wanstrom, Hong, & Espelage, 2017)
9. School Climate- School climate refers to the quality of life in a school-based on
perceptions of experiences within the school related to norms, goals, values,
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relationships, learning practices, and organizational structures (Cohen, McCabe,
Michelli, & Pickeral, 2009)
10. Victimization- Victimization occurs when an individual is exposed readily over time
to negative actions of another individual or group of individuals (Stasio, Savage, &
Burgos, 2016)
Summary
The problem of bullying has negatively impacted students with disabilities because
occurrences of harassment have caused significant health issues (Zablotsky et al., 2014).
There has been a plethora of research related to school-wide intervention efforts to prevent
and stop bullying practices. However, relatively less conducted investigations have described
how teachers view the existing interventions associated with assisting students with
disabilities who encounter bullying. The purpose of this case study was to discover, describe,
and understand teachers' perceptions of intervention and prevention programs addressing
bullying of students with disabilities.
This chapter provided a general blueprint of the outlined case study. This blueprint
included the introduction, background, situation to self, problem statement, purpose
statement, the significance of the study, research questions, & definitions section. The
following chapters provide a foundation for this study.
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CHAPTER TWO: LITERATURE REVIEW
Overview
A vast amount of research studies postulated various theoretical assumptions,
frameworks, and theories to understand further the bullying phenomenon that is now so
commonplace (Ettekal, Kochenderfer-Ladd, & Ladd, 2015). This literature review provides a
theoretical background and supporting literature regarding teacher perspectives and
intervention strategies that help students with disabilities regarding bullying occurrences.
Through this current work of knowledge, one becomes enlightened about bullying as it
pertains to students with disabilities. However, one can establish a gap in the literature
concerning teachers' perspectives and intervention practices related to the student with
disabilities and bullying incidents. The theory that led to examining this topic is Bandura's
(2002) social cognitive theory.
This literature review will reveal themes around how teachers' individual and
situational conditions play a significant role in their lives and how they choose their bullying
actions. Also outlined will be the characteristics of bullied students and their rights due to
their disability. There is also a revealing of the foundational understanding of bullying and
anti-intervention policies and programs.
Theoretical Framework
"Theory is at the heart of practice, planning and research and all thinking involve
theories" (Alderson, 1998, p. 107). Theory cannot stand on concepts alone and must be
united and completed with detail to formulate a thick and investigative theory (Corbin &
Strauss, 2015). Within qualitative research, connected are theories and methodology and the
various design approaches and their varying roles in theory (Bradbury-Jones, Taylor, &
Herber, 2014; Tavallaei & Talib, 2010). Theory validates theoretical understanding and
moves beyond just collecting facts put into a description that then guides action (Leeming,
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2018). This study's approach is grounded within the literature and explains what the
researcher intends for individuals to understand concerning the participants' needs (Creswell
& Poth, 2018). The theory utilized to unearth ways to improve upon implementing current
anti-bullying prevention and intervention programs to aid teachers and those students with
disabilities is Bandura's (2002) social cognitive theory, centered around teacher self-efficacy.
Bandura's Social Cognitive Theory
Self-efficacy refers to influential views, thoughts, and emotions that prompt people's
actions to pursue their goals, face adversity and setbacks, and enact self-control over
situations that affect their being (Bandura, 2002). Efficacy expectations also deal with how
one sees themselves being able to impose the necessary actions concerning specific tasks
(Tshannen-Moran & Hoy, 2001). A robust self-regulatory efficacy can evoke the needed
restraining power during certain life situations (Bandura, 2002). Unless an individual is
confident of absolute success about any given action, there is little motivation for them to
intercede (Van der Ploega, Kretschmera, Salmivallic, & Veenstraa, 2017). Self-efficacy
might determine whether one intervenes within bullying situations (Bandura, 2002a;
Salmivallic & Veenstra, 2017; Van der Ploega et al., 2017). One's emotions about a problem
or specific behaviors play a significant role in victimization acts (Pozzoli, Gini, & Thornberg,
2016).
A teacher's efficacy beliefs contribute to their ability to control classroom behavior
(Tschannen-Moran & Hoy, 2001). Teacher efficacy is thought to be a dominant force in how
productive a teacher is in their quest to develop and cultivate their students (Joo, Park, &
Lim, 2018). A teacher with strong self-efficacy beliefs can produce impactful educational
outcomes about persistence, enthusiasm, and commitment and induce positive results for
their students related to achievement, motivation, and self-efficacy principles (TschannenMoran & Hoy, 2001). Due to the bullying phenomenon occurring within the school setting,
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teachers play a significant role in social aspects and may also affect moral disengagement
related to victimization (Campaert, Nocentini, & Menesini, 2017).
Within the past two decades, teacher self-efficacy has become an important,
recognized concept with significant implications that influence student achievement, as well
as class size, class makeup, and students' social-emotional makeup (Belt & Belt, 2017;
Brouwers & Tomic, 2000; Klassen & Tze, 2014; Oliveira Fernandez, 2016). Teacher selfefficacy is defined as how one perceives their ability to plan, achieve goals, manage, and
engage (Herman et al., 2018; Pfitzner-Eden, 2016) all students, even those who are difficult
or uninterested (Bandura, 1977; Tschannen-Moran & Hoy). An educator's self-efficacy
beliefs are essential for employing a school's intervention and prevention programs (Chen &
Chen, 2018). Various studies surrounding teacher self-efficacy have been grounded in
Bandura's beliefs surrounding self-efficacy and the social cognitive theory (Khoury-Kassabri,
2012). Bandura's (2002) social cognitive theory alluded that a teacher's self-efficacy is the
belief in their ability to perform various tasks and reach specific outcomes (Belt & Belt,
2017; Miller, Ramirez, & Murdock, 2017). In particular, a teacher's teaching efficacy
references how a teacher views their ability to aid students in doing better and achieving
positive changes (Khoury-Kassabri, 2012). Within the elementary setting, how a teacher
responds to reducing bullying incidents is especially crucial (Migliaccio, 2015). The
obtainment of higher self-efficacy can occur through improved knowledge and training
associated with school bullying (Gregus et al., 2017). It is imperative (both for professional
and ethical reasons) for teachers to exude proper steps concerning their school's whole-school
intervention and prevention initiatives (Burger, Strohmeier, Sprober, Bauman, & Rigby,
2015). Teachers' self-efficacy beliefs are targeted within an anti-bullying program to develop
how the program's specific components are introduced (Gregus et al., 2017).
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Due to cultural and technological advances, people have changed their beliefs, moral
standards, social roles, and behaviors; and their perceived self-efficacy affects how social
support and relations would impact them (Bandura, 2002). One's moral actions are due in part
to the inner workings of one's personal and social influences (Thornberg et al., 2017). Those
influences stem from prior experiences that have shaped the individual's moral behaviors and
self-efficacy beliefs (Pozzoli et al., 2016). When one has more significant social support,
one's perceived efficacy is higher (Bandura, 2002; Delahaij & Van Dam, 2017). Within
elementary schools, student, parental, teacher, and peer support all affect how those students
and teachers view their self-efficacy (Bandura, 2002b). Efficacy expectations deal with how
one sees themselves being able to impose the necessary actions concerning specific tasks
(Tshannen-Moran & Hoy, 2001). Children's self-efficacy beliefs regarding their behaviors are
dependent on their self-characteristics and the social learning processes grounded in their
personal experiences (Hawley & Williford, 2015).
A teacher's self-efficacy plays a significant role and is a powerful influencer
concerning their behaviors and actions, especially when it pertains to how they intervene in
physical, verbal, or relational bullying circumstances (Yoon et al., 2016). Teachers with
higher self-efficacy and a sense of moral self are more apt to try new ideas and experiment
with new methods that will better meet the needs of their pupils (Tschannen-Moran & Hoy,
2001), as well as change dangerous conditions into constructive ones (Delahaij & Van Dam,
2017). Teachers with higher self-efficacy also intervene in challenging bullying behaviors
and are less likely to ignore such behaviors (Yoon et al., 2016). A teacher with higher
efficacy beliefs tends to be persistent about their resilience when things do not go as planned
and when they face hurdles (Tshannen-Moran & Hoy, 2001). A teachers' teaching efficacy
sanctions how a teacher deals with classroom issues, strategy implementation, and goal
setting (Flores, Claeys, Gist, Clark, & Villarreal, 2015). What factors influence a teacher's
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responses are unknown, but research has indicated that their responses and actions vary
within every bullying incident (Yoon et al., 2016). Those teachers who have a more
substantial teaching efficacy are more willing to involve themselves in innovative practices
(Flores et al., 2015).
Constructs such as self-efficacy, expectations, understanding, social support, and
understanding potential barriers are vital in facilitating positive behavioral outcomes (Herman
et al., 2018). The review of self-efficacy has occurred in various fields, such as education,
health, and administrative roles (Oliveira Fernandez, 2016). Regardless of extrinsic
motivational factors, a person's distinct beliefs influence how one may act or persevere
through trials (Bandura, 2002). Self-efficacy can lead one's actions by how goals and
challenges are determined, the amount of exerted effort put forth to achieve said goals, and
how one persists (Bandura, 1997; Basáñez et al., 2014; Pfitzner-Eden, 2016). How one
thinks and feels influences their everyday behaviors (Miller, Ramirez, & Murdock, 2017).
Concerning bullying, Bandura's (2002) social cognitive theory suggests that self-efficacy
plays a significant role in the bullying dynamic (Thornberg et al., 2017). In education, selfefficacy plays an essential role in teaching and learning (Oliveira Fernandez, 2016). As it
relates to bullying prevention, a teacher's positive or negative thoughts regarding the various
initiatives and their implementation efforts are instrumental in combating bullying (Chen &
Chen, 2018).
Related Literature
Bullying is an issue that does not discriminate, and its effects are far-reaching and
affect many students worldwide, including all age groups, races, and populations (Berger,
2007; Kevorkian et al., 2016). The literature surrounding the topic of bullying is pervasive
and rich. It primarily investigates the effects of bullying on students, social aspects, family
dynamics, teacher characteristics, and academics. However, little is known about how
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teachers perceive the bullying crisis and the available intervention and prevention programs
within their schools that can be enacted to protect the student with disabilities from being
victimized.
Bullying has been a significant health concern and affects individuals presently and
into adulthood (Bell & Willis, 2016). The various bullying forms hurt a student's well-being
and progress. The following literature will illuminate the issue of bullying further by
providing a detailed account of bullying in general, the significant effects of bullying
concerning the student with disabilities, teachers' intervention and prevention efforts, and the
school climate and various anti-bullying prevention and intervention programs. The
following literature will help outline the need for my research about teachers' perceptions and
those victimized students with disabilities and the various interventions and preventions
available to the teacher.
Bullying
Bullying is a worldwide issue that impacts many of our students' lives, and it warrants
increased investigation and intervention efforts (Kevorkian et al., 2016). "Bullying is
characterized by repeated and intentionally aggressive behavior towards a less powerful
individual (Olweus, 1994) and is a major concern among school communities worldwide"
(Sokol, Bussey, & Rapee, 2016, p. 78). Bullying is a common problem that negatively
affects the social, emotional, behavioral, and psychological make-up of the students and can
be detrimental (Bell & Willis, 2016; Chan & Wong, 2015; Huang, Lewis, Cohen, Prewett, &
Herman, 2018; Rose, Simpson, & Moss, 2015; Ttofi, Farrington, & Losel, 2014). Nationwide, nearly one-third of our children and teens reported incidents of bullying, and between
10% and 14% said that the aggressive acts committed against them occurred at least six
months or more (Kavanagh, Priest, Emerson, Milner, & King, 2018; Wolke, Lereya, Fisher,
Lewis, & Zammit, 2014). "Van (n.d.) eloquently described the toxic effect of bullying on the
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human psyche; Bullying builds character like nuclear waste creates superheroes" (Ashburner
et al., 2019, p. 27).
Victimization among students is a complex problem that is not easily understood
(Hawley & Williford, 2015) and has detrimental significances (Chatzitheochari, Parsons, &
Platt, 2016). Bullying can range from physical and relational aggression and exclusion
(Farina, 2018; Hajdukova, Hornby, & Cushman, 2016). Bullying can be in the form of direct
aggression (face-to-face) or indirect aggression (through a third party) (Iudici & Faccio,
2014; Laftman, Ostberg, & Modin, 2017). Bullying can occur through different forms and
include a regular occurrence of being kicked, punched, teased, name-calling, verbal abuse,
threats, spreading of rumors and nasty notes, damaging of property, and isolation from either
groups or activities (Adegboyega, Okesina, & Jacob, 2017; Duy, 2013; Iudici & Faccio,
2014; Jan & Husain, 2015; Sivaraman, Nye, & Bowes, 2018). Some other bullying
characteristics involve intimidation, theft, sexual harassment, hazing, and peer ostracizing
(Ludici & Faccio, 2014). Bully-victims tend to feel unsafe and unhappy concerning school,
and they become disengaged, have higher rates of absenteeism and academic struggles (Hall
& Chapman, 2016). A child's aggressive bullying acts tend to be towards those seen as
having lower power and recognizable lower social status (Yoon et al., 2016). Moreover,
bullying is a form of abuse that embodies an imbalance of power that allows the more
powerful individual to inflict continuous physical and mental harm (Valdebenito, Ttofi, &
Eisner, 2015; Zablotsky et al., 2014). Bullying is an ethical dilemma that also involves
bringing into question human rights related to the students' rights (Gaffney, Ttofi, &
Farrington, 2018).
Forms of Bullying
Bullying can take on different forms and depends on the overall societal constructs
(Rose et al., 2015). Bullying is said to have three primary elements: intention to harm,
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repetitive acts, and a definite imbalance between the victim and the bully (Gaffney et al.,
2018). The various kinds of bullying have been identified throughout literature and include
physical, behavioral, verbal, relational, and cyberbullying (Bell & Willis, 2016). Physical
bullying involves harmful and damaging behaviors to tangible property (Bell & Willis, 2016).
Physical bullying consists of force such as kicking, hitting, and other bodily actions
(Kevorkian et al., 2016). Verbal harassment consists of repeated derogatory remarks or even
name-calling (Laftman et al., 2017) or sexually explicit statements (Bradshaw, Waasdorp,
O'Brennan, & Gulemetova, 2013).
Behavioral bullying is bullying that consists of being cruel without producing
physical harm (Laftman et al., 2017). Relational bullying is used to manipulate or control
various relationships and has higher rates of anxiety, loneliness, emotional distress,
avoidance, and more deficient academics than nonvictims (Bell & Willis, 2016). Relational
bullying consists of voluntary isolation or ignoring an individual (social bullying) (Laftman et
al., 2017).
Students' experiences concerning harassment have changed and evolved over the
years, primarily due to cyberbullying (Betts, Spenser, & Gardner, 2017). Due to the rapid
development of technology, bullying's containment no longer occurs within the school realm
(Chan & Wong, 2015). There are no longer typical bullying experiences consisting of
perpetration occurring at school and ends once the school day has finished (Betts et al.,
2017). Cyberbullying includes spreading rumors via the internet or cell phone (Laftman et
al., 2017). A recent meta-analysis suggested that cyberbullying consists of four primary
factors, intentional harmful behavior, repetition, imbalance of power between the victim and
aggressor, and occurs electronically (Betts et al., 2017). Cyberbullying is used to threaten
through messages, comments, pictures, excluding individuals, and pretending to be someone
else to hurt others (Bell & Willis, 2016). Students are at risk of being involved in the dangers
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of cyberbullying outside of the school setting, so teacher perspectives regarding this topic are
crucial (Macaulay, Betts, Stiller, & Kellezi, 2018). The development of anti-cyberbullying
policies requires an understanding of the prevalence and consequences related to the issue of
cyberbullying (Betts et al., 2017; Macaulay et al., 2018). The effects of cyberbullying
include the feeling of loneliness, exclusion, depression, anxiety, and lower self-efficacy
beliefs (Kowalski, Morgan, Drake-Lavelle, & Brooke, 2016). Cyberbullying is ever
increasing due to the world of technology and its rapidly evolving processes (Betts et al.,
2017). To effectively battle cyberbullying, collaboration with teachers and looking intensely
into their viewpoints will help develop essential policies and interventions (Macaulay et al.,
2018).
Types of Bullying Perpetrators
Bullying is a complex phenomenon that usually involves more than just the bully and
victim (Gaffney et al., 2018; Ettekal et al., 2015). Bullying can affect contextual roles such
as bully, victim, bully-victim, bystander, defender, or reinforcers (Gaffney et al., 2018).
Students might find themselves involved in a vicious cycle concerning bullying and maybe
the bully, victim, bully-victim, or a bystander (Swearer et al., 2012). Students with
disabilities are more susceptible to being victims, bullies, or bully-victims (Adegboyega et
al., 2017; Rose et al., 2015; Swearer et al., 2012). Students with disabilities that have been
characterized as having an emotional, behavioral, or learning issue were found to be two
times more likely of becoming a victim, three times more likely to bully and be in the role of
bully-victim compared to children without disabilities, according to a parental report
(Swearer et al., 2012).
Students who bully are individuals who wish to cause harm through their actions
for extended periods (Gaffney et al., 2018). Bullies initiate or lead in the bullying
perpetration (Thornberg, Wanstrom, Hong, & Espelage, 2015). Those who bully have a
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smaller group of friends and are isolated (Hajdukova et al., 2016). The victim's role consists
of an individual who routinely deals with harassment but does not bully individuals
(Hajdukova et al., 2016). Victims are less powerful than the bully and lack the confidence or
moral self-efficacy to defend themselves and exhibit a physical or social deficit (Gaffney et
al., 2018). Victims are the target of bullying (Thornberg et al., 2015). Victims are at risk for
academic and emotional problems and have higher rates of depression, anxiety, poor selfesteem, dislike from peers, and exhibit issues with concentration and control (Bell & Willis,
2016), as well as eating disorders, truancy, and suicidal feelings possibly into adulthood
which may affect their socio-economic status (Chatzitheochari et al., 2016).
Bully-victims are those individuals who conduct bullying victimization and are
bullied themselves (Hajdukova et al., 2016). The bullying-victim is an aggressor, and they
too find themselves ridiculed by their peers (Adegboyega et al., 2017). Bully-victims tend to
have the lowest social acceptance rate, use emotionally charged tactics that are inappropriate,
and have very few positive characteristics (Hajdukova et al., 2016). Ill-treatment can occur
towards any student, but students with disabilities are more inclined to become victims due to
their various characteristics that place them in roles such as bully or bully-victim
(Adegboyega et al., 2017; Taylor, 2012).
Any student who witnesses a bullying incident is considered a bystander (Thornberg
et al., 2015). Over the past few decades, suggested was that bystanders are vital in combating
bullying behavior; however, most bystanders do not like to intervene in bullying incidences
(Van der Ploega et al., 2017). Bystanders partake in the group dynamic of bullying through
their active participant roles of reinforcing (Ettekal et al., 2015). Bystander behavior might
be due to extrinsic items such as enjoyment of the bullying event, self-protection, fear of
retaliation, disapproval from peers, possibly being bullied themselves, fear of loss of friends,
or loss of social status (Junget, Piroddi, & Thornberg, 2016). Research has stated that
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bullying occurs more frequently in schools that have bystanders that reinforce the bullying
behavior and fewer occurrences in schools where there are less bystander reinforcement and
more defending behaviors (Junget et al., 2016).
Defenders are those students who step in, seek help, or comfort the victims of
bullying (Van der Ploega et al., 2017). Defenders contribute to lower levels of harassment
and have a lower risk of being a victim (Sentse, Veenstra, Kiuru, & Salmivialli, 2014; Van
der Ploega et al., 2017). Having a high self-efficacy is related to the defender role (Meter &
Card, 2016). When defended, victims of bullying are found to have fewer issues of adverse
emotional and social problems (Van der Ploega et al., 2017). Empathy (Meter & Card, 2016)
and extrinsic motivational factors such as appraisal from the teacher or gaining a peer
relationship may also explain defending behaviors (Junget et al., 2016). Internal factors also
might contribute to protecting actions, such as having empathy, moral standards, or the
knowledge that helping is positive (Junget et al., 2016; Meter & Card, 2016).
Effects of Bullying
Whether one is a bully, victim, bully-victim, bystander, or defender, there is an
increased chance for psychotic issues to become detrimental throughout puberty (Wolke,
Lereya, Fisher, Lewis, & Zammit, 2014). Bullying can impact the bully and victims in
various ways and can be a gateway or stepping stone to behavioral, health, social, and
emotional problems throughout one's life (Gaffney et al., 2018; Kaufman, Kretschmer,
Huitsing, & Veenstra, 2018; Zych, Ortega-Ruiz, & Del Rey, 2015). Bullying can result in a
student being at risk for depression, suicide, and academic issues, making bullying a national
public health concern (Blake, Zhou, Kwok, & Benz, 2016). Also, bullying outcomes can
consist of increased anxiety, abdominal pain, appetite suppression, headaches, the frequency
of illness, sleep problems, low self-esteem and loneliness, weapon carrying, and drug use
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(Copeland, Wolke, Lereya, Worthman, & Costello, 2014; Gaffney et al., 2018). Self-harming
and suicidal ideations are consequences of peer victimization (Zablotsky et al., 2014).
The documentation surrounding peer victimization (PV) highlighted potentially
having long-term effects, into adulthood, that adversely affect the victim, both socially and
occupationally (Ashburner et al., 2019; Sulkowski & Simmons, 2018). Depression may be
more probable for a bullying victim during their childhood, at the rate of 74% (Duggins,
Kuperminc, Henrich, Smalls-Glover, & Perilla, 2015; Sulkowski & Simmons, 2018; Ttofi et
al., 2011). The dominating need to look further into the potential consequences of bullying
concerning students within a victimized vulnerable population, such as students with
disabilities, has been highlighted within several studies (Ashburner et al., 2019; Zablotsky et
al., 2013).
Bullying and the Student with Disabilities
Due to the emotional development stages that children undergo, children begin to
view themselves according to others' opinions and then start to see the differences they
possess compared to others (Anderson, 2009). Research has suggested that self-concept, selfesteem, and self-efficacy contribute to motivation, achievement, relationships, and how one
deals with having a disability (Casserly, 2013). Bullying is a pervasive act that students with
disabilities experience daily (Chatzitheochari et al., 2016). Students with disabilities are a
marginalized group that often are vulnerable and underserved, and many studies highlight
that this population has a more significant number of incidents of bullying (Blake et al., 2012;
Kavanagh, Priest, Emerson, Milner, & King, 2018; Rose et al., 2015). Poor self-concept,
poor academic performance, and low motivation in school all directly link to one another and
can affect self-esteem (Casserly, 2013; Yell et al., 2016). There is a clear connection between
moral disengagement and bullying (Campaert, Nocentini, & Menesini, 2017). A qualitative
study conducted by Leseyane et al. (2018) revealed that the student with physical or learning
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difficulties involved as participants in the research had experienced exploitations such as
hatred, taunting, bullying, and exclusion tactics.
The parent and child make-up plays a part in a student’s ability to recruit supportive
peer groups and relationships (Kaufman et al., 2018). Positive interactions with families that
occur in a student's formative years aids in the student's socialization development and allows
them to develop stress-buffering behaviors (Kearney & Smith, 2018). Those students who
experience cold, indifferent, and hostile parental experiences tend to learn fewer adaptive
strategies to use in social settings (Kaufman et al., 2018), and this is due to children learning
social skills from other individuals through social interaction (Kearney & Smith, 2018).
Students with disabilities have difficulty with social interaction due to problems surrounding
behavior, social and functioning deficits, and low academic success (Rose & Cage, 2017).
These deficits might evoke feelings in students with disabilities, such as feeling less confident
and unable to express their needs to others (Kaufman et al., 2018). Bullying can significantly
decrease when relationships, such as parent and child, and student and teacher, are positively
conceived and defined (Adegboyega et al., 2017). It is essential to remember the family
dynamic because many intervention programs do not include parents during the intervention
processes and including such factors helps ensure the program's effectiveness (Kaufman et
al., 2018).
Victimized students tend to have lower social skills, suffer from internal and external
factors, and have a dark sense of self-concept (Laftman et al., 2017). Two associated
predictor factors concerning students with disabilities and the concept of bullying are low
social and communicative skills, which suggests that those students with disabilities who
have those contributing factors are at a higher risk for bullying occurrences (Espelage, Rose,
& Polanin, 2015). Research on class and school connected factors related to bullying
suggested that ethical or socio-economic features did not influence the enactment of

47
harassment, but issues such as peer status and group norms, as well as teacher and student
relationships, and teachers' attitudes toward bullying did play a part in the frequency of
harassment (Laftman et al., 2017; Saarento, Garandeau, & Salmivalli, 2015).
Meeting the Needs of Victimized Students with Disabilities
It is imperative that collectively a child's self-esteem and skills be improved upon
because reading attainment and self-esteem are common factors that affect each other
(Casserly, 2013). It is essential to utilize interventions for the student with disabilities to
better the student's academic prowess and social aspects (Flaugnacco et al., 2015).
Investigating students' experiences with disabilities is vital because it permits one to ensure
equal educational opportunities for all students within the school environment (Caskey,
Innes, & Lovell, 2018).
Bullying among students has been documented as being an important issue, with welldocumented adverse consequences for the victims (Chatzitheochari et al., 2016). Studies that
have researched peer victimization among those students with special needs reported that
victimization is higher among students with disabilities (Zablotsky et al., 2014). Students
with disabilities are known to be at a higher risk for their association with direct bullying, and
this by far is much more significant than those students without disabilities (Blake et al.,
2016; Hartley, Bauman, Nixon, & Davis, 2015). A meta-analysis that reviewed 152 various
studies found that the peers of students with disabilities rejected at least eight out of ten
students with learning disabilities (LD), and they saw the LD student as deficient in the areas
of abilities and social problem-solving, causing them to less likely select them as a friend
(Espalage et al., 2015).
Two decades of research provided documentation suggesting that those students with
social impairments and physical mobility limitations have elevated victimization rates
compared to their peers without disabilities (Blake et al., 2016). The most predictive factors
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for those students with disabilities and their bullying involvement are their social and
communicative skills (Espelage et al., 2015). To further corroborate this notion,
investigations into the subject of bullying proposed that compared to students without
disabilities, those with disabilities were more apt to be identified as bully-victims (Blake et
al., 2016). Students with disabilities are consistently overrepresented as it relates to bullying,
which suggests that the status of being a student with disabilities is a factor in the epidemic of
peer victimizing (Espelage, 2014; Rose, Monda-Amaya, & Espelage, 2011).
Although the inclusion setting has shown itself to be beneficial for students with
disabilities, there still appear to be situations where students with special needs are at risk for
isolation and victimization (Zablotsky et al., 2014). Social isolation may be detrimental to
students with varying disabilities due to the reduction of social competence and feelings of
school belongingness, reducing their chances for socialization and building of peer
relationships to aid against aggressive acts (Blake et al., 2016; Hartley, Bauman, Nixon, &
Davis, 2015). The absence of engagement within the school environment may lead
individuals to seek support within misconduct and find relationships with individuals who
exhibit offending conduct, which may intensify their isolation (Wang & Fredricks, 2014).
Furthermore, those students with disabilities attending public schools were stated to have
higher risk factors for peer victimization and those attending middle school or schools with a
general educational population (Zablotsky et al., 2014). Social standing is a characteristic
that makes recruitment of support from others viable (Kaufman et al., 2018). Peers are less
likely to support victims who are considered lower in social standing and unpopular or
rejected by others (Kaufman et al., 2018). Students with disabilities seemingly are targets of
peer victimization (Yell et al., 2016). Bully-victimization was reported as 1 to 1½ times
more than the national average for those students with disabilities (Blake et al., 2016).
Students affiliated with unpopular students risked decreasing their popularity status
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(Kaufman et al., 2018). Being less accepted by their counterparts and having fewer peer
relationships makes evading bullying situations more difficult for the student with disabilities
(Blake et al., 2016). There is a great need for educators, staff, and administrators to act
swiftly regarding bullying of students with disabilities because not doing so might violate
those students' rights (Yell et al., 2016). In such cases, merely addressing the misconduct is
not considered to be an adequate response. Instead, schools are obligated to (a) examine the
nature of the misbehavior itself for possible civil rights violations and (b) determine whether
the harassment interferes with a student's participation in and benefits from educational
services, activities, or opportunities (U.S. Department of Education, Office of Civil Rights,
2014b).
There are no laws concerning bullying in schools; however, three federal laws are
associated with violations of students with disabilities (Yell et al., 2016). Those laws include
Title II of the Americans with Disabilities Act (ADA), Section 504, and the Individuals with
Disabilities Act (IDEA) (Holler & Zirkel, 2008; Hott et al., 2019; Yell et al., 2016). Legal
initiatives, such as these, allow individuals to adequately address the issue of bullying and
harassment related to students with disabilities (Maag & Katsiyannis, 2012). Protected are
the students who fall under sanctions such as IDEA and Section 504 of the Rehabilitation Act
against bullying and harassment (Katsiyannis, Counts, Popham, Ryan, & Butzer, 2016). Due
to protections under IDEA, the issue of students with disabilities being bullies, victims, or
bully-victims must be addressed (Maag & Katsiyannis, 2012).
The Office for Civil Rights (OCR) and the Office of Special Education Programs
(OSEP) both suggested that a form of harassment occurs when it is disability-based and is
against a student with disabilities (Katsiyannis et al., 2016; Yell et al., 2016). Specifically,
OCR stated that schools must not just report incidents as bullying occurrences but also
thoroughly investigate the situation and determine if it is a civil rights violation involving the
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issues of race, color, national origin, sex, or disability as suggested by the antidiscrimination
statute (Maag & Katsiyannis, 2012). Due to students with disabilities having specified rights
as stated within Section 504 of the Rehabilitation Act of 1973 (Section 504 currently),
(ADA), and the IDEA, teachers and the school must act diligently (Eckes & Gibbs, 2012).
Violation of Section 504 and IDEA involved the school entity failing to adequately address
and establish preventive bullying measures to combat students with disabilities from being
victimized (Yell et al., 2016). Schools must do more than merely discipline those bullying
offenders, but they must also remove the issue of a hostile environment altogether by quickly
and extensively investigating all allegations and ensuring there are well-cited policies against
harassment (Maag & Katsiyannis, 2012). OCR, OSEP have informed school districts,
administrators, teachers, and the Office of Rehabilitative Services (OSER) about their
responsibility to intervene within bullying episodes against students with disabilities (Yell et
al., 2016).
Several court decisions have ruled that bullied students with disabilities had been
violated according to Section 504 and IDEA (Yell et al., 2016). For instance, Davis v.
Monroe County Board of Education (1999) Supreme Court ruling found that the sexual
harassment of a young girl did create a hostile environment that initiated unavoidable
consequences and warranted a lack of educational opportunity and benefits, holding the
school liable for their deliberate indifference (Maag & Katsiyannis, 2012; Yell &
Katsiyannis, 2000). Schools must address bullying effectively, especially against the
population of students with disabilities, to avoid legal risks (Yell et al., 2016).
Schools may also violate offering a Free Appropriate Public Education (FAPE) if they
do not provide students with emotional, behavioral, and social support (Hott, 2019). “It is the
IEP process and resulting document that provides the roadmap to the provision of FAPE for
students with disabilities” (Hott et al., 2019, p. 2). Schools that fail to ensure the provision of
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needed services, such as mental health or behavioral supports, violate FAPE (Katsiyannis et
al., 2016). FAPE cannot be provided if schools do not act accordingly to combat the bullying
acts against students with disabilities (Yell et al., 2016). Once an occurrence transpires and
the school is aware of the incident, an investigation must ensue, and steps must be taken to
address the issue (Maag & Katsiyannis, 2012; Yell et al., 2016).
School Climate and Bullying
Adequately addressing bullying and its impact is currently a priority for schools and
improving the school climate helps alleviate this issue (Acosta, Chinman, Ebener, Malone,
Phillips, & Wilks, 2018). The school's impact on students reaches far beyond just education
(Sivaraman et al., 2018). The importance of school climate and its powerful effects on
students’ well-being and learning was brought to light more than a century ago (Acosta et al.,
2018). However, researchers have more recently discovered how complicated the subject of
school climate is and have initiated necessary studies regarding this topic, which have
outlined the importance of school climate (Farina, 2018).
School climate refers to the quality found within a school and is formulated based on
the perceived experiences of the organization and its norms, goals, values, relationships,
academics, and structures (Cohen, McCabe, Michelli, & Pickeral, 2009; Cosgrove &
Nickerson, 2015; Farina, 2018). A school climate is also considered the school’s general
prevailing beliefs and attitudes that enable social interactions between the teachers, staff, and
students (Laftman et al., 2017). A school’s philosophy and culture can be a defensive
mechanism against bullying (Bevilacqua et al., 2017). A school climate that is considered
positive is linked to lower rates of harassment (Yoon et al., 2016). School climate and the
social atmosphere vary from individual to individual concerning various experiences (Farina,
2018). Varying supportive relationships throughout the school environment are essential in
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producing a positive school climate (Banzon-Librojo, Garabiles, & Alampay, 2017;
Bosworth & Judkins, 2014).
Administrators, teachers, and parents' behavior and attitudes affect the school's overall
tone and mood (Farina, 2018). It is imperative to perceive how teachers' attitudes and actions
positively affect a school's prevention efforts (Gimenez- Gualdo, Arnaiz-Sanchez, CerezoRamirez, & Prodocimo, 2018). Teachers play an immense role in the quality of school
climate through their attitudes and behaviors, which affect the students’ perceptions of school
climate and their overall actions (Farina, 2018). Teachers’ unique positions in schools
contribute to the school climate either positively or negatively towards bullying (TroopGordon & Ladd, 2015). Teachers' behaviors can account for bullying within the school,
which shows teachers and staff members' significance regarding bullying (Laftman et al.,
2017). Those educators who view the school climate positively will intervene and manage
challenging student behaviors (Yoon et al., 2016). When there is a low teacher intervention
rate, student victimization tends to prevail (Sokol et al., 2016). Schools with great
disciplinary plans and rules have lower bullying rates (Laftman et al., 2017). Also, when
there is an increase in teachers' intervention efforts, bullying incidents decrease (Sokol et al.,
2016). A teacher’s gender and experience affect how they intervene in bullying perpetration
(Yoon & Bauman, 2014). Female teachers tend to have more of a “pro-victim” attitude and
provide more interventions (Sokol et al., 2016). Students view the school climate as positive
when they consider the rules fair and are treated respectfully (Laftman et al., 2017). Hence,
teachers are vital in dealing with bullying and creating appropriate conditions to encourage
students to speak up and not be silent when bullying begins to affect them (Batalli, 2017).
Situational factors, such as the school level and the presence of anti-bullying
prevention programs, may influence teacher intervening outcomes (Sokol et al., 2016). Also,
teachers’ beliefs, attitudes, and past experiences shape how they evaluate bullying situations
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and their response to bullying (Yoon et al., 2016). For instance, teachers view serious acts
committed by females as more severe and deemed punishable than male students (Sokol et
al., 2016). Bullying is a complicated issue to combat, and various studies supported the fact
that teachers might not be up for the challenge (Oldenburg, Bosman, & Veenstra, 2016).
Teachers’ views can be somewhat skewed as it pertains to intervening, such as helping the
victim make it worse and victims becoming bullied because of something the teacher did
(Yoon et al., 2016). Although teachers are considered the primary point of contact when
dealing with bullying issues, they may not be ready for the task (Oldenburg, Bosman, &
Veenstra, 2016). Also, teacher self-efficacy plays a massive role in the decisions made
concerning intervening in all types of bullying situations (Yoon et al., 2016). Teachers need
to sharpen their skillset when it revolves around bullying and their knowledge and awareness
of the bullying dynamic (Batalli, 2017).
School climate is a significant focus in fighting against bullying ((Laftman et al.,
2016). Due to bullying and the adverse short- and long-term consequences, such as drug
abuse, social isolation, academic failure, and misbehavior, taking a more in-depth look into
factors surrounding school climate is paramount in the fight to extinguish bullying (Farina,
2018). Lower bullying occurrences account for school climates that exude respect for
diversity, adult support, school discipline approaches, academic and group support, and a
sense of school community (Laftman et al., 2016). Likewise, students who viewed their
school climate as positive also tended to engage in risk-taking and bullying behaviors less
frequently (Cosgrove & Nickerson, 2015), as well as lower truancy occurrences,
victimization, violence, and delinquency rates (Farina, 2018; Thornberg et al., 2017).
Overall, positive student and staff outcomes allowed for favorable school climates that
believed in student engagement, higher graduation rates, staff retention, and reduced student
issues (Cosgrove & Nickerson, 2015). Favorable school climates affect the quality of teacher
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and student associations, fewer delinquency accounts of victimization, and increased student
performance (Farina, 2018); and they are a formative resource for schools as they fight the
problem of bullying (Huang, Lewis, Cohen, Prewett, & Herman, 2018). Also, schools that
reported less harassment suggested actual disciplinary procedures, parental involvement, high
academic achievement standards (Farina, 2018), and teacher training on prevention and
intervention (Migliaccio, 2015). Due to bullying occurring within the school, finding the
class and school factors associated with bullying is essential (Laftman et al., 2016). Studying
the school climate can lead to school change by all stakeholders who are involved.
Understanding the importance of climate and culture related to bullying prevention is
imperative because it is essential to investigate practices, policies, and procedures to change
an organization's shared beliefs and values (Hawley & Williford, 2015). Students spend a
vast amount of time in school, and it is essential to bring to light how schools can better
provide a safe environment for the overall comfort and capacity to learn for all its students
(Farina, 2018). It is an easier feat to modify items within the school's policy directly, but it is
more challenging to shift the attitudes, perceptions, and beliefs to alter the overall shared
standards and principles of an organization (Hawley & Williford, 2015).
Teachers Intervening in Incidents of Bullying
Bullying issues associated with victimization have become standard for those students
involved, teachers, staff members, and parents (Duy, 2014). Schools have now taken a stance
and reiterated that it is essential to establish anti-bullying policies and rules and clear
procedures specified by the staff (Sokol et al., 2016). Teachers are fundamental concerning
their role in educating students, while also being important in developing students’ social and
emotional needs (Huang, Lewis, Cohen, Prewett, & Herman, 2018; Macaulay et al., 2018).
The expectation for teachers is to provide strong leadership and the aptitude to improve upon
issues plaguing the school at large (Macaulay et al., 2018). Teachers’ descriptions,

55
understandings, perceptions, and intervention and prevention approaches are essential when
examining bullying (Hajdukova, Hornby, & Cushman, 2016). There is evidence through
research that teachers may condone bullying, which in turn increases and promotes bullying
within the school (Hajdukova et al., 2016; Zaden, Denessen, & Scholte, 2015). Therefore,
teachers who actively intervene against bullying set the norm for zero tolerance concerning
bullying and the expectation of that behavior not reaping any rewards (Zanden et al., 2015).
Teachers need to support encouraging relationships with their students to help with all
students' social and emotional development, especially those with special needs (Huang,
Lewis, Cohen, Prewett, & Herman, 2018). Those teachers who viewed helping students with
special needs as being a part of their educator role tended to have a higher self-efficacy and
were more willing to use various strategies to aid in attaining understanding, mastery, and joy
for those learners; including intervening in bullying victimization (Yoon et al., 2016).
Past qualitative research has revealed that some educators find it difficult to perceive
those victims who respond confidently as victims due to prior assumptions about how victims
should be socially inept, unconfident, and defenseless (Sokol et al., 2016). The perceived
social interactions and behaviors of teachers by students are essential as it provides a
framework for the social dynamics of the school (Banzon-Librojo et al., 2017). Teachers'
varying reactions are based on how they perceive the victims' emotions and the type of
bullying during the bullying episode (Sokol et al., 2016). Teachers rely more on their
experiences instead of the varying characteristics of bullying, such as intentionality,
imbalance of power, and repetition, when evaluating bullying within the school (Li-Ming,
Yu-Hsien, & Cheng, 2017). Through their teacher’s intervention tactics, students learn what
their teacher deems as appropriate behavior (Zanden et al., 2015). Teachers’ response
actions, whether they intervene in bullying acts, could harmfully impact students and affect
their moral disengagement (Campaert et al., 2017). Teachers and their responses concerning
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the bullying dynamic are vitally important because it influences how their students interact in
future bullying actions (Zanden et al., 2015). Increasing students’ self-regulatory sanctions
improves the issue of bullying and decreases the likelihood of them becoming victims as well
(Kearney & Smith, 2018). It is essential for teachers to follow up with all victims to
determine the appropriate interaction and the proper teacher interventions and strategies to
employ (Sokol et al., 2016). Students are more willing to speak up and seek help from school
staff when teachers intervene within student conflicts (Espelage, 2014).
Teachers’ failure to intervene appropriately might be due to their lack of
understanding of bullying's true definition (Hajdukova et al., 2016). By aiding teachers with
better understanding their views, attitudes, and behavioral characteristics and training them in
preventing bullying, schools are assuring that teachers will be fully equipped to participate
effectively in school-based anti-bullying programs (Sokol et al., 2016). Once teachers
become aware of bullying and mediate promptly and appropriately, the victims' suffering can
be diminished (Li-Ming, Yu-Hsien, & Cheng, 2017). School-wide anti-bullying activities
were said to motivate teachers to be more sympathetic to the victim and intervene at greater
rates (Sokol et al., 2016). The ideal situation would involve teachers viewing emotional,
verbal, and physical bullying as equal in their severity (Hajdukova et al., 2016; Veenstra,
Lindenberg, Huitsing, Sainio, & Salmivalli, 2014). School is the central location in which
aggressive behaviors initiate; therefore, teachers are considered a significant part of the
equation when dealing with bullying management (Campaert et al., 2017; Yoon & Bauman,
2014).
Positioned in literature is that teachers’ attitudes, views, and behaviors concerning
bullying situations depend on several types of individual and situational factors (Yoon et al.,
2016, p. 94). Teachers are the individuals who set the tone for proper social behaviors,
especially as it relates to bullying (Stasio, Savage, & Burgos, 2016), so providing models of
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prosocial skills and setting expectations can positively affect the interaction of most students
(Serdiouk, Rodkin, Madill, Logis, & Gest, 2015).
Teachers’ perceived response to bullying influences the actions of bullies, victims,
and student bystanders (Sokol et al., 2016). Due to most of the bullying happening within the
school's four walls, teachers are essential and can influence bullying behavior (Yoon et al.,
2016). Teachers are imperative in preventing bullying, and their perceptions are vital, as well
as understanding their perceptions of intervention implementation (Macaulay et al., 2018).
Ethics and standards are the foundation of trust and aids in contributing to the order of
an organization and highlighting what one should or should not do (Ozan, Ozdemir, & Yirci,
2017). Students who feel that their teachers respect and care for them will be more willing to
confide in their teacher and seek help (Stasio, Savage, & Burgos, 2016). Ethics, as
highlighted by the National Education Association's (NEA) Code of Ethics of the Education
Profession, provides an expectation for educators, “help each student realize his or her
potential as a worthy and effective member of society” (McEvoy & Smith, 2018, p. 9). This
definition also includes two clauses “(1) The educator shall make reasonable effort to protect
the student from conditions harmful to learning or health and safety; and (2) they shall not
intentionally expose the student to embarrassment or disparagement” (McEvoy & Smith,
2018, p. 9). Teachers who infuse emotional support into their dealings have higher student
cohesion and friendship (Stasio et al., 2016). How teachers behave and interact with the
student body is vital in influencing their school culture and atmosphere (Banzon-Librojo,
Garabiles, & Alampay, 2017). The front-line defenders for the prevention, intervention, and
identification of bullying are the teachers (Kearney & Smith, 2018).
The expectation for employees is for them to act justly, responsibly, and respectable,
which leads to improvement within the organization due to the employee putting the
organization's interest above their interest and the overall welfare of the society (Ozan et al.,
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2017). An extreme act that deals with a lack of standards is bullying because it lacks respect
and responsibility towards other individuals (Perren, Gutzwiller-Helfenfinger, Malti, &
Hymel, 2012). Ethics is imperative and must be considered by educators and administration
because schools face many ethical dilemmas. It is the school's responsibility to ensure that
our students become educated and moral individuals (Ozan et al., 2017). Relationship
building is imperative to students' positive social outcomes (Thornberg, Wanstrom, & Pozzili,
2016). Bullying acts occur to enact one's social status, and teachers must develop strategies
that will influence how peers look at status (Stasio et al., 2016).
Teachers become exhausted from attempting to meet students' academic needs and
other demands that make it a challenge to address bullying effectively (Hall & Chapman,
2016). A research study involving elementary educators and their attitudes toward bullying
intervention revealed that teachers' attitudes varied depending on the type of bullying
occurrence (verbal, physical, or relational) (Bell & Willis, 2016) and by individual and school
features (Hall & Chapman, 2016). Due to the ever-changing forms and roles associated with
bullying, teachers must be cognizant of those varying forms (overt or covert) (Kearney &
Smith. 2018).
One of the top five behavioral issues highlighted by educators was the act of bullying
(Farina, 2018). Educators must understand all types of bullying situations' seriousness and
respond to each case accordingly (Bell & Willis, 2016). Teachers are viewed as social role
models for positive behaviors, especially bullying (Stasio et al., 2016). Teachers are more
willing to intervene in physical or verbal harassment (Bell & Willis, 2016) rather than
relational bullying (Song, Lee, & Park, 2018). How teachers perceive bullying affects how
they intervene in current and future victimization acts (Bell & Willis, 2016). For students'
well-being, teachers must ensure they feel supported (Kevorkian et al., 2016). The fewer
teachers intervene in bullying situations, the higher victimization rates (Bell & White, 2016).
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Students who are victims of bullying are reluctant to confide in their teachers (Oldenburg,
Bosman, & Veenstra, 2016). Teachers must handle acts of victimization appropriately to
prevent further victimization (Kevorkian et al., 2016). A research study conducted by Bell
and Willis (2016) emphasized the various ways in which teachers rated the seriousness of
bullying, and it was dependent on the reaction of the victim, type of aggression, and the
gender of both the victim and bully. In a study conducted by Bradshaw, Sawyer, and
O’Brennan (2007), teachers seemed to understate the actual incidents of bullying within their
school and reported that the safety for their students was at a higher level, and if they
intervened in bullying, they would make it worse (Kevorkian et al., 2016). Female-male
harassment was the least severe type of aggressive act, and teachers were less likely to
intervene in situations such as this (Bell & Willis, 2016). The research reinforced that
teachers who felt supported within their organization viewed the climate as positive and were
more likely to evoke bullying prevention tactics within their school environment (Cosgrove
& Nickerson, 2015). Aiding teachers with intervening and providing guidelines, procedures,
and training on how to confidently act as they implement the anti-bullying prevention
programs is essential (Bell & Willis, 2016).
Anti-Bullying Prevention Programs
Now, more than ever, there is a deepened awareness of the pervasiveness of bullying
within our schools, especially against students with disabilities (Bartolo, 2017). Due to the
expounding research efforts related to the prevalence and negativity of bullying, schools have
intensified their development of anti-bullying prevention programs, consisting of school-wide
and peer group processes (Kaufman et al., 2018; Rosen, Scott, & DeOrnellas, 2017; Zanden
et al., 2015). Research has helped with the establishment of anti-bullying intervention
programs (Iudici & Faccio, 2014). Teachers are essential to bullying intervention and
prevention efforts (Hall & Chapman, 2016; Macaulay et al., 2018). A research study
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revealed that 92% of teachers felt as if bullying was a real problematic issue within their
school, and 98% of the teachers surveyed felt as if it was their job to intervene (Hall &
Chapman, 2016). However, evidence suggests that if teachers feel as though there is a lack
of preparedness to deal with bullying, the teachers then ignore the situation (Wachs, Bilz,
Niproschke, & Schubarth, 2018). Almost 45% of the teachers stated that they did not receive
training on school bullying, rules, and proper procedures (Hall & Chapman, 2016) and did
not know how to intervene (Rosen, Scott, & DeOrnellas, 2017) appropriately.
Research surrounding bullying and anti-bullying prevention programs has outlined
that inducing intervention and prevention strategies reduces bullying within schools (Farina,
2018). Now evident, intervening in bullying situations does aid with making a difference for
those involved in bullying, hence the surge in intervention programs aimed to change teacher
and student perceptions regarding standing against the act of harassment and supporting
victims (Van der Ploega et al., 2017). Also documented was how bullying prevention's
success varies considerably from school to school and from classroom to classroom. The
varying outcomes are due to teachers' different strategies to combat the bullying phenomenon
(Zanden et al., 2015).
Most current intervention models utilize the bullying definition suggested by Olweus
(1994), who is known as a pioneer concerning bullying research (Iudici & Faccio, 2014).
Bullying involves three essential features: intentionality, imbalance of power, and repetition
(Farina, 2018; Olweus, 1994). Between 1999 to the present day, 49 states within the U.S.
have followed legislation to better address bullying and harassment occurrences (Cosgrove &
Nickerson, 2015; US Department of Education, 2011). The outcry to enact such legislation
stemmed from the chronic bullying that occurred and the many tragic school shootings and
suicides (Cosgrove & Nickerson, 2015), such as the Columbine High School shooting of
1999 (Hall & Chapman, 2016). However, many states are not enforcing the prescribed
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intervention plans, and many districts do not review policies related to the legislation
consistently as they should (Cornell & Limber, 2016). Revealed was that many states' antibullying intervention policies lack detail, direction, and additional resources (Cosgrove &
Nickerson, 2015; Hawley & Williford, 2015). Schools need to evoke change within their
anti-bullying program policies and support their educators, while teachers need to be willing
to be active participants in the switch (Migliaccio, 2015). The findings’ outcome was that
districts are left speculating how to address bullying better, which leads to spending time on
ineffective practices or allowing teachers to merely follow what they know to address the
issue (Hawley & Williford, 2015). Teachers intervening within bullying situations
communicate to their students which behaviors are appropriate or inappropriate (Zanden et
al., 2015).
Just allowing teachers to intervene using their own devices or understandings will not
work (Hawley & Williford, 2015). Intervention action models are needed to help teachers
within the school bullying dynamic (Bevilacqua, Shackleton, Hale, Allen, Bond, Christie, &
Viner, 2017; Gimenez- Gualdo et al., 2018). Teachers are valuable yet underutilized when it
comes to bullying prevention programs within the school (Hawley & Williford, 2015) and
could utilize their positive interpersonal behaviors to provide successful intervention
processes (Zanden et al., 2015). Teachers are very influential within the classroom, and they
have a primary function to manage any bullying incidents (Kochenderfer-Ladd & Pelletier,
2008; Van der & Zanden et al., 2015).
Although policies exist, bullying policies are still tricky and intricate for educators to
implement (Hall & Chapman, 2016). Many teachers do not know how to appropriately
intervene in bullying acts (Rosen, Scott, & DeOrnellas, 2017). Situated in the school system
are local, state, and federal systems that factor in social, cultural, economic, and political
factors concerning education policies (Hall & Chapman, 2016). Teachers suggested that the
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lack of training for systems and structures made it challenging to use recommended
intervention strategies (Cerezo & Rubio, 2017; Gimenez-Gualdo et al., 2018). To be
effective, one must implement interventions with fidelity (Childs, Kincaid, George, & Gage,
2015; Gage, Grasley-Boy, & George, 2018; Hall & Chapman, 2016). They have
demonstrated through research that prevention programs geared towards bullying are more
useful when they initiate training for both the teachers and the parents (Fox, Farrington, &
Ttofi, 2012; Gradinger, Strohmeier, & Spiel, 2017). “Reducing and preventing bullying
requires the joint efforts of the policymakers, school administrators, teachers, students,
parents and community members” (Adegboyega et al., 2017, p. 249). Although school antibullying intervention programs vary from state to state, each policy must: formulate bullying
policies, train school personnel, notify both students and parents, initiate systems for
reporting and investigating incidents, establish appropriate consequences for those that bully,
and provide provisions for mental and behavioral services relating to bullies and their victims
(Hall & Chapman, 2016). It is essential to incorporate effective interventions within the
school to alleviate possible long-term, undesirable outcomes that bullying may bring
(Gaffney et al., 2018).
The effectiveness of anti-bullying programs has been proven beneficial through
several different research studies (Childs et al., 2015; Gaffney et al., 2018). Anti-prevention
programs that were not effective were possibly due to insufficient funds and resources, lack
of parental and community support, vague policies, lack of personal support or ability to
implement the systems, and a demanding environment with too many constraints (Bradshaw
et al., 2013). Also, a lack of faculty training and understanding, media attention, lack of
knowledge about the strategies involved, a deficiency of knowledge regarding proper
protocols, lack of follow-through, time constraints, and additional competing needs of the
students made implementing anti-bullying interventions difficult (Hall & Chapman, 2016).
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There must be a better understanding of how parents and teachers, both perceive and act,
concerning their knowledge surrounding the implementation of intervention programs, as
well as a need for both parents and teachers to adequately be trained for the plans to be
utilized effectively (Gradinger, Strohmeier, & Spiel, 2017). Studies delving into the
effectiveness of various intervention programs and components will allow one to
conceptualize better what works best in reducing the number of bullying acts (Gaffney et al.,
2018). Noted was that reviewing mechanisms such as class disengagement, individual moral
disengagement, and defender self-efficacy are essential items that need to be measured when
developing school anti-bullying prevention programs (Thornberg et al., 2017). Also noted
were prevention programs that have successfully addressed the individual's social skills and
overall social structures within the school system (Wölfer & Scheithauer, 2014).
Due to the immense number of students involved in the bullying dynamic with
various disabilities, schools need to incorporate a plan that includes universal and targeted
bully prevention strategies (Rose & Cage, 2016). Effective bullying intervention and
prevention programs lessen victimization within schools (Childs et al., 2015). Statistics on
successful intervention programs showed that perpetration decreased by 50% and
victimization decreased by 67% (Kaufman et al., 2018). Effective plans and strategies to
combat bullying consisted of teachers and students making class rules together, a cooperative
learning environment, removing social isolation, and increasing teacher and adult supervision
(Farina, 2018). Additionally, positive effects included healthier attitudes towards bullying,
increased knowledge of harassment, and improved defending skills (Kaufman et al., 2018).
Aggressive acts towards those vulnerable and unable to defend themselves may be
due to their size, strength, or being outnumbered (Ludici & Faccio, 2014). Bullying is a
worldwide phenomenon with high prevalence rates across the country and continues to be
detrimental (Laftman et al., 2017). Research has shown that when there are cases of chronic
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bullying, there is an increased chance for suicide, although most victimized students do not
go to such extremes (Hartley, Bauman, Nixon, & Davis, 2015).
The movie Bully highlighted bullying and the repeated harassment of five individuals;
Kelby Johnson, who encountered homophobia within her neighborhood, Alex Libby who was
bullied intensively on bus rides to school, Je'meya Jackson who used self-defense tactics to
combat harassment and ended up imprisoned, and Tyler and Ty Smalley who both committed
suicide before they reached the age of 18 (Hawley & Williford, 2015). This movie
highlighted, even more so, the need to enact bullying prevention throughout our United States
schools. Bullying currently continues to be a critical issue (Laftman et al., 2017). Today,
state and school policies concerning anti-bullying interventions are limited and provide little
detail, direction, and additional resources (Hawley & Williford, 2015). This finding suggests
that, more than ever, schools need to establish prevention and anti-bullying intervention
programs (Pozzoli, Gini, & Thornberg, 2016).
Types of Anti-Intervention Programs
Whole school multi-method approaches included incorporating factors such as
school-wide and classroom rules, teacher and conflict training, and counseling (Sivarman,
Nye, & Bowe, 2018). Research has suggested that intervention models such as these are
effective (Childs, Kincaid, George, and Gage, 2015; Farrington & Ttoﬁ, 2009; Sivaraman,
Nye, & Bowe, 2018). Bullying prevention programs are of high importance and should be a
whole school-wide method supporting and respecting the school's climate and allowing
students to feel safe and secure (Gradinger, Strohmeier, & Spiel, 2017). The whole-school
approach worked more effectively due to its ability to target more than one level of the
bullying problem (Sivaraman, Nye, & Bowe, 2018). Schools, teachers, parents, and students
were the primary focuses of many anti-bullying programs (Farrington & Ttoﬁ, 2009; Zych,
Ortega-Ruiz, & Del Rey, 2015). Included were elements concerning policies and procedures
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that would increase adult awareness, monitoring, involvement, and bullying and its
consequences for staff and parent training (Farrington & Ttoﬁ, 2009). Whole-school
approaches are beneficial for all because they involve all the individuals involved in bullying,
including bullies, bully-victims, peers, teachers, additional staff, parents, and positive
changes to the school environment (Sivaraman, Nye, & Bowe, 2018).
School-Wide Positive Behavior Interventions and Supports (SWPBIS) is a
schoolwide evidence-based behavioral intervention and prevention program for all students
and consists of having a set of processes that build a school's ability to: effectively intervene
in behavior issues, make appropriate team-based decisions, and provide a festive school
atmosphere (Gage, Lee, Grasley-Boy, & George, 2018). SWPBIS provides a strategic
approach that supports all students' social and emotional requirements (Childs et al., 2015).
SWPBIS has been utilized for over 30 years in various schools and countries (Gage et al.,
2018) and has improved academic and social success for all students (George, Cox, Devon, &
Therese, 2018). Empirical evidence has also documented improvements in discipline, school
culture and health, and bullying victimization when adequately implemented (Gage et al.,
2018; Gage et al., 2017). The process encompasses a three-tiered system that includes
provisions for all students' prevention strategies, secondary prevention strategies for some
groups of students, and the unique arrangement for individual students to meet their unique
needs (Gage et al.,2018; Kurth & Zagona, 2018). SWPBIS highlights the areas of
prevention, the teaching of social and behavior skills, acknowledgment of appropriate
actions, targeted behavioral prevention and intervention initiatives, and researched and databased problem solving (Childs et al., 2015; Gage et al., 2018). If schools utilize this
prevention measure effectively and with fidelity, data has suggested that there is then a
decrease in behavioral incidents (Freeman, McCoach, Sugai, Lombardi, & Horner, 2016)
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Established was another type of anti-prevention program entitled Fairplayer.Manual
to reduce bullying behaviors (Wolfer & Scheithauer, 2014). “The program consists of fifteen
to seventeen consecutive ninety-minute lessons using cognitive-behavioral methods, methods
targeting group norms and group dynamics, and discussions on moral dilemmas”
(Scheithauer, Hess, Schultze-Krumbholz, & Bull, 2012, p. 60). Data suggested that this
program successfully reduced bullying behaviors, and the program is a school-based
preventive intervention that targets the middle grades (Scheithauer, Hess, Schultze‐
Krumbholz, & Bull, 2012; Wölfer & Scheithauer, 2014). The intervention program methods
included cognitive-behavioral skills and identifying bullying roles (Bull, Schultze, and
Scheithauer, 2009). The program attempts to raise student awareness of bullying and alter
attitudes towards bullying behaviors, increasing the students' sense of responsibility and
engagement in utilizing the intervention strategies (Wölfer & Scheithauer, 2014).
Fairplayer.Manual introduced various roles associated with bullying and how each position
could reduce bullying (Wölfer & Scheithauer, 2014). Including intervention that addresses
all the different parts is vital due to bullying's fundamental group dynamics. It is also
essential to focus on all student participants, not just the bullies and the victims (Bull et al.,
2009). Social reconstruction through these intervention programs aid in modifying attitudes,
values, and behaviors of the school’s social influences (Wölfer & Scheithauer, 2014).
Summary
Bullying is a grave issue that many educators and schools face daily. Students with
disabilities tend to be targeted more so concerning harassment compared to their peers
without disabilities. Bullying incidents could lead to significant consequences concerning
mental health, emotional state, academic failure, and truancy (Fischer & Bilz, 2019).
Investigating students' experiences with disabilities is vital because it permits one to ensure
equal educational opportunities for all students within the school environment (Caskey,
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Innes, and Lovell, 2018). Teachers are essential in the fight to combat bullying. Therefore,
this research case study's intent is imperative and deals with examining teachers' perspectives
as they intervene using anti-bullying intervention and prevention strategies against acts
associated with harassment of the student with disabilities. It is essential to utilize
interventions for the student with disabilities to better the students’ academic prowess and
improve social aspects (Flaugnacco et al., 2015). Interventions that assist in extinguishing
barriers regarding social and emotional issues are significant and help students reach
academic success (Cipolla, 2018).
This literature review highlighted the topic of bullying and how educators deal with
harassment, and how it pertains to those students with disabilities. The exploration of the
rights of students with disabilities enhanced the review. This review also exposed how
teacher’s self-efficacy beliefs help determine the proper path to intervene in bullying
victimization and how anti-intervention and prevention programs play a significant role in
combatting bullying. The empirical studies regarding bullying focused primarily on the
various functions and consequences associated with bullying. A gap in the literature leads
one to ascertain a need for research surrounding educators' perspectives and how or why
educators act in the manner they do concerning intervening in bullying occurrences.
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CHAPTER THREE: METHODS
Overview
Despite school-wide bullying intervention campaigns, many students diagnosed with
disabilities find themselves experiencing bullying (Leseyane, Mandende, Makgato, & Cekiso,
2018). Approximately 30% of students are involved in bullying incidents, and students with
disabilities are at an even higher risk of bullying (Zablotsky et al., 2014). The problem of
bullying has negatively impacted students with disabilities because research suggests that
incidents of harassment cause issues such as depression, low self-esteem, anxiety, and selfharming (Zablotsky et al., 2014). There has been a plethora of research related to schoolwide intervention efforts to prevent and stop bullying practices, but little has been unearthed
about how teachers view the existing interventions. The purpose of this collective case study
was to discover and describe teachers’ descriptions, understandings, and perceptions of
interventions and preventions addressing bullying of students with disabilities in the
elementary school setting. This collective case study explored universal themes and data
from the language, behaviors, and observable meanings that occur through everyday life
concerning bullying through teachers' perspectives (Kruth, 2015). This chapter highlights
this study’s research design, participant selection, data collection and analysis procedures, the
researcher’s role, trustworthiness, and ethical considerations.
Design
Entrenched within the context of this collective case study research design is a
qualitative methodology. A qualitative research design involves dissecting various empirical
materials to understand the meaning within the participant's life (Njie & Asimiran, 2014). A
research design is primarily a logical plan that aids the researcher in getting from here (the
addressed questions) and there (the conclusions about those questions), and in between here
and there are numerous significant steps (Yin, 2018). The study's selected design directs the
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study's sequence and connects the empirical data to the study's research questions and
eventually to the study's conclusions (Creswell & Poth, 2018). The research design can also
be a blueprint for dealing with the research study's components, such as the appropriate
questions to be studied, relevant data to be utilized and collected, and how to analyze the data
correctly (Yin, 2018). The study's research design involved forming the problem and
questions, collecting and analyzing the data, and interpreting and writing the final report
(Creswell & Poth, 2018). Also, qualitative research helps develop a broader knowledge base
surrounding the meaning that the participants attribute to experiences (Sutton & Austin,
2015). Rather than testing for various hypotheses and variables like quantitative research,
qualitative research seeks to provide meaning to the context of the research participants'
social settings (Azungah, 2018). Qualitative research elements can be traced back to
anthropology, sociology, and fields such as education, journalism, social work, medicine, and
law (Merrian & Tisdell, 2016).
Qualitative research encompasses many philosophical assumptions and approaches
(Merriam and Tisdell, 2016) that attempt to highlight the different elements of the
phenomenon (Cruz & Tantia, 2017). Qualitative research aims to use differing philosophical
assumptions to unearth another way of thinking (Cruz & Tantia, 2017; Patton, 2015). Also,
qualitative research has unique characteristics and focuses on how individuals make sense of
their various experiences (Creswell & Poth, 2018; Merriam & Tisdell, 2016). The majority
of all qualitative research can be described as naturalistic because the investigation is
conducted within the participants' natural setting, rather than in an experimental laboratory,
and covers a current phenomenon (Cruz & Tantia, 2017).
The study's participant selection occurred via the purposeful sampling technique
(Creswell & Poth, 2018; Merriam & Tisdell, 2016; Patton, 2015). The data's compiling
process involved conducting interviews, a focus group session, and gathering participant
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journals, which was then analyzed inductively to address the study's research questions
(Merriam & Tisdell, 2016). Qualitative research findings provide an in-depth synopsis of the
participants’ statements in a format that the reader can understand due to the familiarity that
the experience may bring (Kurth, 2015). The presentation of the rich, detailed findings
emerges through themes or categories (Creswell & Poth, 2018; Merriam & Tisdell, 2016;
Patton, 2015). Qualitative research approaches divulge the relevant information surrounding
the participants’ experiences, not solely controlled by quantitative laboratory methods in a
controlled experimental situation (Kurth, 2015). Therefore, it was essential to explore the
concepts of the differing five qualitative approaches.
The research design most appropriate for this study was a qualitative research design
with a collective case study approach. The case study design is more than a work plan and
should be an informed one that depicts the study's formal and explicit procedures (Yin, 2018).
The case study research design studies a case or cases situated in real-life, contemporary
settings (Creswell & Poth). The case study research design also aspires to gain insightful
knowledge of experience and meaning for the participants involved (Merriam, 1998). The
theoretical assumptions found within a case study aids one in shaping the research design and
the data collected (Yin, 2018). Likewise, this benefit will provide a way to generalize the
findings (Yin, 2018). “The interest is in the process rather than outcomes, in context rather
than a specific variable, in discovery, rather than confirmation” (Merriam, 1998, p. 19). The
case study design sets the criteria for analyzing findings (Yin, 2018). The case study research
design is set apart from other models due to the in-depth, rich descriptions gained and the
analyses of the single or bounded system, and the ability to impact policy, practice, and future
research aims (Merriam, 1998). The case study’s strength is that it can deal with multiple
types of evidence beyond other research designs' scope and ability (Yin, 2008).
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The case study approach is a distinct traditional qualitative design method of study
and methodology bounded by a place or time (Patton, 2015). Furthermore, the case study
design is a qualitative method that allows the researcher to explore essential topics that are
important in today’s time and bounded over a period through the inclusion of rich, detailed
data collection techniques of multiple sources (e.g., interviews, observations, documents, or
observations) (Creswell & Poth, 2018). The case study design sets the criteria for analyzing
findings (Yin, 2018). The case study design allows one to delve deep into a person, program,
or institution with the intent to garner a more in-depth understanding (Nije & Asimiran,
2014), rather than just examining how the culture works (Creswell & Poth, 2018). In
particular, the collective case study allowed me to delve into multiple cases concerning an
issue or phenomenon (Creswell & Poth, 2018). Instead of concentrating on one school, I
looked at various elementary schools to reveal the teachers' perspectives within those schools.
The more cases involved evokes more of a possibility of significant variations, which leads to
greater external validity and generalizability of the study’s findings (Merriam, 1998).
Within the collective case study qualitative research approach, the researcher studies a
bounded case or multiple bounded cases over a span of time by conducting detailed data
collection from various forms of information that include observations, interviews, audio and
visual documentation, and records that report a description of the case’s themes (Creswell,
Hanson, Plano-Clark, & Morales, 2007). An advantage of the qualitative case study research
design is that it allows one to provide in-depth details surrounding the case’s phenomenon
(Patton, 2015) through the various forms of data collected (Creswell & Poth, 2018). The
naturalistic base that qualitative studies offer helps look deeply into real-world settings
(Patton, 2015).
This study occurred in the participants' natural setting to allow the participants to
become co-researchers and comfortable exploring and examining bullying within elementary
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schools where it is most commonly observed (Kruth, 2015). I initially intended to venture
inside real elementary schools that face the fundamental problem of bullying related to
students with disabilities by looking deeply into the teachers’ descriptions, understandings,
and perspectives. However, due to Covid-19 and the accompanying restrictions, all contact
with teacher participants had to be completed through email, phone calls, or video
conferencing. This study was also bounded by the actual school setting (elementary) and a
specific time in which teachers have taught students with disabilities (within the last five
years). This criterion fits one of the features of case study research, and that is the fact that it
is bounded and has specific parameters (Creswell & Poth, 2018).
Case study research evokes how or why questions about current issues that can easily
be linked to the past as well, just as my research study aims to do (Yin, 2018). The how or
why questions for my research allowed me to holistically observe and trace the operative
processes of the various schools and teachers as it relates to their perspectives regarding the
interventions available to them to aid with helping the victimized students with disabilities, in
addition to teachers’ actions and understandings (Yin, 2018). I then identified and explained
specific issues related to practices, which is another characteristic of the case study design
(Merriam, 1998).
The collective case study design allowed me to use various data collection evidence,
such as interviews, a focus group, and participant journals. To properly analyze the collected
data, outlined themes helped one understand the case better (Creswell & Poth, 2018; Merriam
& Tisdell, 2016; Patton, 2015). The qualitative research analysis also involved using
competent steps for validity, which produced an understanding that enabled one to
comprehend the meanings that participants attached to the studied phenomena (Collingridge
& Gantt, 2008). As in prior case studies, once my research concluded, I used assertions or
lessons learned regarding my findings.
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Research Questions
The following qualitative research questions assisted with narrowing the purpose of
this collective case study.
RQ 1: What do teachers perceive to be the needs of students with disabilities who
are bullied?
RQ 2: What resources and supports do teachers gather to obtain ideas about bullying
intervention for students with disabilities?
RQ 3: What specific interventions are in place to address the issue of bullying for
students with disabilities?
RQ 4: What are teachers' perceptions of the implemented bullying interventions'
results as it relates to students with disabilities?
Setting
This qualitative collective case study occurred in Wise Independent School District.
The Wise Independent School District can be found in the Central United States and has a
student population of around 87,039 students. The school district’s demographic breakdown
consists of the following: (19,497) African-Americans, (121) American-Indian, (1,552)
Asians, (9,760) Caucasians, (84) Pacific Islander, (53,707) Hispanics, and (1,318) Two or
more races (The Texas Tribune, 2018). This diversity provided for a diverse population that
provided rich information for the study. Furthermore, there are: “77.8% at-risk-students,
77.7% economically disadvantaged students, and 30.8% Limited-English proficient students
(The Texas Tribune, 2018, p. 1). Also, there are: “30.3% Bilingual/ESL students, 10.8%
Gifted and Talented students, and 8.3% Special Education students” (The Texas Tribune,
2018, p. 1).
There are 10,731 educators in the district consisting of: “(1,228) African-Americans,
(1,279) Hispanics, (3,052) Whites, (97) Asians, and (11) Two or more races” (HAR, 2018, p.
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1). Also, there are (15.5%) Bilingual Teachers, (2.7%) Gifted and Talent Teachers, (6.9%)
Special Education Teachers, and (63.6%) Regular Education Teachers (HAR, 2018). The
above figures provide insight into the individuals that aided within this study and the
awareness into the feasibility of obtaining the needed purposive participant sampling pool.
Harmony Elementary School is one school location utilized to gather pertinent
information surrounding teachers’ perspectives on the interventions and preventions used to
prevent bullying acts against students with disabilities. Harmony Elementary has a
demographic breakdown consisting of the following: “(17) African-Americans, (7) Asians,
(27) Caucasians, (3) Two or more races, and (561) Hispanics” (The Texas Tribune, 2018, p.
1). This diversity enriched this study by initiating thoughtful teacher and researcher
interactions to provide essential data. Additionally, there are: “87.2% at-risk-students, 90.7
% economically disadvantaged students, and 60.7% limited-English proficient students (The
Texas Tribune, 2018, p. 1). Also, there are: “65% bilingual/ESL students, 9.6% gifted and
talented students, and 5.7% special education students” (The Texas Tribune, 2018, p. 1). The
staff makeup includes 37 highly-qualified educators. There are, “(8) African-American, (16)
Caucasian, and (13) Hispanic teachers” (The Texas Tribune, 2018, p. 1).
Enrichment Academy was also used as an additional site to provide thoughtprovoking understandings from the school’s educators. Enrichment Academy has a unique
student population comprising of: “(124) African-Americans, (1) American Indians, (9)
Asians, (1) Pacific Islander, (26) Caucasians, (4) Two or more races, and (478) Hispanics”
(The Texas Tribune, 2018, p. 1). There are also: “90% at-risk-students, 95.5 % economically
disadvantaged students, and 68.7% limited-English proficient students (The Texas Tribune,
2018, p. 1). Furthermore, there are: “67.5% Bilingual/ESL students, 9.6% gifted and talented
students, and 5% special education students” (The Texas Tribune, 2018, p. 1). Enrichment
Academy’s staff is also diverse and exceptional. There are 35 teachers at Enrichment
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Academy. The team includes: “(1) African-American, (12) Caucasian, and (13) Hispanic
teachers” (The Texas Tribune, 2018, p. 1).
Wise Independent School District has a department entitled Growing Minds, and this
department aids in developing diagnosed students with dyslexia. The Growing Minds
Department added insight and their varying perspectives related to this study. The central
staff office consists of four staff members who teach students and various testing
coordinators. There are 125 full-time dyslexia teachers on staff through this department.
Within every middle and two high schools within Wise Independent School District, teachers
intervene from this department. Assigned to every elementary and middle school campus is at
least one dyslexia teacher. Currently, there are 2,695 students identified as students with
dyslexia. This unique group of individuals provided exclusive identifications related to this
study’s topic.
Wise Independent School District provided great insight into its diverse student and
teacher population and the overall impactful school climates, as suggested by the district’s
formal website. The superintendent is an advocate for student achievement within all student
populations and has stated so through various media outlets. Through the district’s standard
website, one can see how it has made many strides to evoke certain safeguards against
bullying within all the schools tied to the region. The district’s formal website also highlights
how the counselors, teachers, administrators, and stakeholders must partake in mandatory
training yearly regarding the various bullying types and possible ways to initiate change.
According to the Growing Minds Department, this district has many students who have either
already been identified as a student with disabilities, or are receiving services because there is
a teacher or parent suspicion of underlining issues.
Wise Independent School District has experienced many different instances where
individuals verbally abused students due to their differences. The district’s formal website
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has suggested that many students have discussed their hurt and frustration with these
occurrences, which is another reason for this district’s selection. My goal involved unpacking
and learning from teachers' perceptions about the needs, various resources, current
intervention and prevention programs, and their effectiveness (Zambo, 2004) concerning the
problematic issue of bullying against students with disabilities.
Participants
Participant selection within qualitative case study research is essential because it is
crucial to choose a participant pool that elicits experts who hold vital information and are
willing to share their insights with me, the researcher, regarding the studied phenomenon
during the study (Moser & Korstjens, 2018). Qualitative research employs the technique of
purposive case sampling to select participants based on the specific knowledge they may
have concerning the topic of the study (Cruz & Tantia, 2017), and it also leads to
information-rich cases (Patton, 2015). Purposeful sampling was chosen as the mode to obtain
participants for this study. The setting (elementary schools) I embarked upon offered a vast
amount of information about the phenomenon of bullying and teachers' perceptions related to
students with disabilities (Patton, 2015) and their school’s bullying intervention and
prevention programs.
For my qualitative collective case study, the utilization of the purposive sampling
strategy of maximum variation occurred. The maximum variation technique provided me
with rich data and was appropriate for this research study (Moser & Korstjens, 2018). This
sampling technique involved setting specific criteria beforehand to differentiate the various
sites or participants in the study (Creswell & Poth, 2018). This criterion included working
within an elementary school and the fact that the participant had worked with students with
disabilities within the last five years. The next step consisted of ensuring that the chosen sites
or participant selection arose due to their differences surrounding the set criteria, which

77
increased the likelihood that the unearthing of differences would happen (Creswell & Poth,
2018). This approach allowed me to maximize the variations during the study's onset,
increasing the likelihood that different perspectives would emerge throughout the study
(Creswell & Poth, 2018; Patton, 2015). Those participating in the research study revealed
their unbiased perception about the concept of bullying within their school related to students
with disabilities, without me injecting my opinion or preconceived notions (Azungah, 2018).
The first step to gaining access to the participants within any given qualitative study is
obtaining approval from the Institutional Review Board or IRB (Creswell & Poth, 2018).
Once IRB approval occurred, the next step toward gaining access to the participants involved
gaining permission from the appropriate organizational body or research site (Creswell &
Poth, 2018), Wise Independent School District. The participant sample size consisted of 15
elementary teachers who have taught students with disabilities within the last five years.
Maximum variation sampling allowed the documentation of diversity and common traits and
patterns to be recorded (Patton, 2015). Until data saturation ensued, maximum variation
occurred. Obtaining a gatekeeper or an insider was beneficial for gaining access and trust
(Creswell and Poth, 2018).
Procedures
Before beginning this qualitative case study, I first sought and obtained Liberty
University’s Institutional Review Board or IRB approval. IRB is a federally mandated body
established to ensure human subjects' ethical treatment (Creswell & Poth, 2018). As the
researcher, I then sent out emails to the proper school district personnel to request permission
to conduct my study within the school district and various specified elementary schools.
Following securing the needed authorizations from all the different entities, an email was sent
to the potential study participants. The email divulged this research project's purpose and the
bounded criteria for this case study to highlight the standards that each potential participant
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candidate must meet. An attachment about the study's requirements accompanied the email,
and participants verified that they met each of the set criteria. Those standards included
being an educator who has taught within the school system for at least five years and has
taught students with disabilities.
Once the participant's eligibility to participate was verified, an additional email was
sent and expressed was the study’s goal to learn about the potential participants'
understandings of their school’s bullying prevention policies regarding students with
disabilities. The email included the required consent form. Based on the response emails, I
chose 15 participants, and each participant signed the consent form before participating in the
case study. Due to Covid-19, this was a difficult feat. Many educators expressed how they
were overwhelmed with Covid-19 in general and virtual teaching and learning, not to
mention their other obligations. The educators who ultimately agreed to participate in the
research study by signing the consent form obtained a more detailed account of the data
collection procedures via email. This process included additional information concerning the
interviews, focus group, and participant journals.
Ten participants were involved in an individual interview session during the data
collection process. Due to Covid-19 restrictions, these conducted interviews transpired via
the video conferencing tool Zoom. I followed the created interview protocol to ensure that
the posed questions helped the participant in divulging critical aspects of their interaction
with their school’s bullying prevention programs related to bullied students with disabilities.
Each interview was audio and video recorded to ensure the correct interpretation of the
participants' thoughts and expressions.
The focus group session helped to inform the study’s phenomenon better. There was
a total of five participants involved in the focus group process. The focus group allowed
participants to collectively describe their various dealings associated with the study’s topic.
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Covid-19 restrictions made it imperative to use the Zoom Video Conferencing service,
allowing the session's audio and visual recording to ensure reliability better. This study
particularly unearthed the participants' perspectives on students with disabilities who
encountered bullying and their school bullying prevention and intervention policies and
procedures.
Another expectation involved participants maintaining a detailed journal. Each
teacher was provided with guidelines and open-ended prompts to aid them in completing a
one-week journaling process. Participants were initially going to provide their thoughts via
pencil and paper or through email. Due to the pandemic and Covid-19 restrictions,
participants were given the open-ended questions through a Google Form. The participants'
given directive included completing the Google Form as they saw fit, either day by day or
answering the questions collectively. A review of teacher participant journals regarding
students with disabilities and their occurrences concerning other students and themselves
related to school bullying prevention; occurred to evoke all possible feedback alternatives. I
reviewed the teacher participants’ journals and reflections after one week. This timeline
allowed them to adequately reflect and provide revealing insights and avoid a more extended
duration that could lead to teacher burnout. A tedious data analysis process occurred after
data collection. Data analysis consisted of managing the obtained data, memoing the key
formulated ideas, classifying the emerging codes into themes, developing and evaluating the
understandings, and providing a visual account of the data (Creswell & Poth, 2018).
The Researcher’s Role
I, Will Lela Combs-Jones, am the researcher for this study. I am a doctoral student at
Liberty University. I have been teaching in the public sector of education for 21 years. I
have held various positions such as a teacher, Reading Specialist, Title I Literacy Coach, and
Instructional Specialist. Currently, I am in my fifth year as a Dyslexia Interventionist.
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During my tenure in these various roles as an educator, I have witnessed, intervened, advised,
and encouraged many students with disabilities who have encountered bullying occurrences.
The elementary school setting and the district in which the study will take place are near and
dear to my heart because this is the organization I have had the pleasure to work within for
many years. Elementary schools are the only setting that I know. I feel compelled to help
find insight that will lend itself to providing new and innovative measures to combat
bullying, especially related to students with disabilities.
I am a child of God and know that the Father fearfully and wonderfully made
everyone. My primary intent as a researcher is to aid all students in reaching their full
potential. This realization includes elements surrounding their physical, mental, and
emotional well-being. This qualitative study helped me ascertain the realizations found
within the unveiling of teachers' perceptions of bullying intervention and prevention
strategies used to aid students with disabilities. The participants involved in this study were
colleagues and educators who work and teach within the same district as me. I did not have
any authoritative responsibilities or capabilities over any of the participants within this study.
I built a rapport with the participants and revealed any possible biases, on my part, related to
the phenomenon. Adhering to this protocol allowed me to have open communication, which
led me to display the participants' views better, responsibly, and accurately. I sought to
unearth the why concerning individuals’ thoughts and beliefs that ultimately affect their
interactions and behaviors (Sutton & Austin, 2015). I have an ethical responsibility to
myself, the participants, and the education profession to work diligently and at the highest
quality of work to provide knowledge and insight into the participants’ lives (Corbin &
Strauss, 2015). The research process could only occur by bridging the gap between myself
and all involved within the study, revealing in-depth knowledge and experiences surrounding
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the phenomenon of bullying against the student with disabilities and the anti-bullying
prevention measures available to battle such acts.
As a qualitative researcher, my goal was to get as close as possible to the participants
to understand their experiences (Patton, 2015) deeply. As the researcher, my insights were
valuable when developing understanding (Reid, Brown, Smith, Cope, & Jamieson, 2018).
The practitioner-researcher position was invaluable in developing practice insights. I had to
be mindful and be in my participants' presence to hear what they were saying and observe
what they were doing (Patton, 2015). “Reflexivity turns mindfulness inward” (Patton, 2015,
p. 70). As a researcher, I had to consider my biases (reflexivity) and reflect before, during,
and after the research study had concluded to provide understanding for readers concerning
the lens through which questions occurred and how data were gathered and then analyzed
(Sutton & Austin, 2015). I needed to also reflect on the various social constructions and
perceptions of the participants' reality (Patton, 2015) while understanding that I am a part of
the society in which I studied (Palaganas, Sanchez, Molintas, & Caricativo, 2017).
Data Collection
Data collection in case study research follows a set protocol, but the available
information is not predictable (Yin, 2018). Data collection can be massive and routinized
(Yin, 2018). Case study evidence may have multiple sources of data such as documentation,
interviews, observations, and physical artifacts (Creswell & Poth, 2018; Yin, 2018). For a
case study to be in-depth in nature, as the researcher, I must obtain and utilize various forms
of data (Creswell & Poth, 2018).
Data collection included a circle of interconnected processes that involved collecting
data and methods beyond merely collecting the data (Creswell & Poth, 2018). The purpose
of these interrelated procedures was to gather pertinent information that provides insight into
the study's research questions (Creswell & Poth, 2018). The process of data collection, data
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analysis, and report writing are not independent of each other, but they are weaved and often
working simultaneously within the research study (Creswell & Poth, 2018). The six types of
research data found mostly within case study research include documents, archival records,
interviews (prolonged, shorter case study, and survey), direct observations, participant
observation, and physical artifacts (Yin, 2018). Other types of data sources include films,
photos, and videotapes (Yin, 2018).
Data collection for this collective case study design included interviews, a focus
group, and participant journals, essential to developing the raw data (Creswell & Poth, 2018;
Patton, 2015). The different types of data were complementary to each other, and a good
case study enlists the appropriate various data sources (Yin, 2018). These unique information
sources were then used for data analysis and became a collection of multiple materials
(Merriam, 1998; Patton, 2015). Various sources are a must and provide a thick description
and review of a real-world phenomenon (Yin, 2018). I was the instrument in which inquiry
occurred (Patton, 2015). No one source of data is superior to another one (Yin, 2018).
Interviews
Interviews are sources of data collection that allow one to enter another person’s
perspective to gain insights into what is in and on an individual’s mind to gather their
particular story (Patton, 2015). Interviews are a good source regarding the views of people in
education (Seidman, 2013). Interviews provide direct quotations surrounding an individual’s
experience, opinion, feelings, and knowledge (Patton, 2015), and they are a powerful solution
to gaining perspectives surrounding educational, social issues such as bullying (Seidman,
2013).
The interviewing process begins with the assumption that others' perspectives are
meaningful and explicit (Patton, 2015). Interviews occur as an interaction and relationship in
the participants’ real-world setting (Creswell & Poth, 2018; Patton, 2015). The actual data
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consists of exact quotes derived from open-ended questions within the appropriate context to
be interpreted by others (Patton, 2015). Interviews are best for delving into individuals'
understandings and meanings of their lived world and describes in-depth their experiences by
clarifying and elaborating on their perceptions related to their lived experiences (Collingridge
& Gantt, 2008).
For my study, interviews were to transpire at the teacher participants’ respective
school sites. Due to the recent pandemic, Covid-19, we were unable to complete the
interviews as planned. We conducted all interviews through the video conferencing tool
Zoom. I ensured that we discussed the most feasible time and date before meeting via Zoom
for the interview process with all participants. The participants' familiarization about the
study's purpose and intent transpired before the interview through a synopsis given by me
through email. The study participants were also informed of the utilization of the audio and
visual recording provided through Zoom, allowing me to review and transcribe the interview
discussions after the conclusion of each interview session. Each participant was questioned
via an interview protocol with open-ended, semi-structured questions to provide the thick,
rich descriptions needed for the study. Direct quotations were considered raw data that
revealed the participants’ emotions, organizational concepts for their world, thoughts about
what is happening, their experiences, and perceptions (Patton, 2015). As a researcher, I
provided a template that allowed participants to respond accurately and thoroughly regarding
their views about their experiences (Patton, 2015). Ten participants were involved in an
individual interview session during the data collection phase of this research project. After
each initial interview, the transcription of the audio and visual recording occurred verbatim.
This process allowed me to dissect the transcript of the participants’ experience concerning
the study’s bullying phenomenon (Sutton & Austin, 2015). As a participant-observer, I
gained informal information through the interview conversation (Patton, 2015). Each
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interview added to the development of thick descriptions until nothing new appeared, which
suggested the occurrence of data saturation (Creswell & Poth, 2018; Sutton & Austin, 2015).
The interview process allowed me to observe my participants by looking at non-verbal cues,
tuning in to how the setting could affect the interview outcome, and attuning to the nuances
between myself and the participants (Patton, 2015). Interviewing and observing were
respective components within this qualitative data collection (Patton, 2015). Effective
interview procedures, detailed questions, participant observation, and an established rapport
were essential elements that led to credible and valuable data (Creswell & Poth, 2018; Patton,
2015). The following open-ended, semi-structured questions garnered the participants’
insights regarding the study:
1.

How long have you been teaching?

2.

What is your current position?

3.

How many years have you been at your institution?

4.

What was your highest degree?

5.

What was your field of study?

6.

Describe your role (office, committee, classroom, etc.) related to student learning.

7.

What is your interaction with the students who have a disability?

8.

How do you define the term bullying?

10.

What resources are available to faculty for improving upon bullying intervention

policies and practices?
11.

What is changing about the bullying intervention practices on your campus?

12.

What have you or your colleagues encountered regarding resistance relating to

intervention policies and initiatives concerning bullying reform on your campus?
13.

How are intervention policies against students with disabilities achieved at your

institution?
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14.

What are some of the significant challenges you face in attempting to change

current intervention practices? What are the significant opportunities?
15.

To what extent are intervention policies and initiatives valued on your campus?

16.

What are strategies and faculty development opportunities for intervention for

bullying against students with disabilities?
17. What are your additional thoughts concerning bullying or anti-bullying
procedures that you would like to discuss?
The intent of questions one through five was to establish rapport and build up
confidence within the interview participants. Starting with such questions allowed the
participants to feel at ease before moving on to more difficult ones that built rich data to
develop further the study (Gill, Stewart, Treasure, & Chadwick, 2008). The questions were
front-loaded by questions that openly invited the participants to communicate (Creswell &
Poth, 2018).
Question six allowed me to gain insight into the participants' current role within their
school. Research states that individuals interested in preventing bullying can add knowledge
concerning the various processes and outcomes of bullying and aggressive behaviors (Volk,
Veenstra, & Espelage, 2017). Teachers and additional stakeholders are now becoming
attentive to students’ aggressive actions. They are cognizant of the growing awareness of the
potential adverse outcomes for all involved within the dynamics of bullying (Rosen, Scott, &
DeOrnellas, 2017).
Question seven allowed me to ensure that the participants fit into the established
bounded case study criteria. The bounding aspect of my research confirmed that the proper
data collection occurred and that there was a clear distinction regarding the subject of my
case study (the phenomenon) from the external data related to my case (the context) (Yin,
2018).
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Question eight allowed me, the researcher, to understand the current knowledge of the
participants regarding bullying. Individuals have their distinct bullying schemas to help
interpret bullying occurrences based on the individual’s understanding of bullying (Maunder
& Crafter, 2018). Teachers’ prior experiences and knowledge of the phenomenon of bullying
can attribute to how they use preventive measures to address the victimization occurring
within the school (Macaulay et al., 2018). Additionally, teachers may not be instrumental in
preventing bullying due to the differing perceptions of bullying, some even thinking that it is
a normative process, compared to their students' perceptions concerning bullying (Veenstra et
al., 2014).
Questions nine through 14 allowed the participants to express their school’s policies
and procedures concerning anti-intervention and prevention programs candidly. This line of
questioning enabled the participants to express their views about the potential challenges and
gaps within their policies regarding anti-bullying programs. An effective anti-bullying
intervention program involved all stakeholders, including parents and the community at large
(Maunder & Crafter, 2018).
Question 15 allowed the participants to speak on their beliefs and practices
concerning anti-bullying prevention programs. Bullying behaviors are a complex
phenomenon that requires an in-depth knowledge base concerning the students and the
school's social implications to accurately interpret possible outcomes and associated actions
(Volk, Veenstra, & Espelage, 2017). Teachers play a vital role in implementing anti-bullying
prevention programs that could contribute to the school climate and structures (Macaulay et
al., 2018; Rosen et al., 2017). Teachers need to comprehend their social systems within the
school to determine the underpinnings of the peer relationships in their class and the school
that influences them and their adjustment to the environment (Maunder & Crafter, 2018).
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Teachers are in a very distinct position that allows them to identify better possible risk factors
associated with bullying (Rosen et al., 2017).
Question 16 allowed the participants to highlight any opportunities provided to them
by the school administration regarding anti-bullying measures. Providing an emphasis on
training is imperative to empower the teachers' understanding and effectively influence their
classroom's dynamic forces and the school in general (Hymel, McClure, Miller, Shumka, &
Trach, 2015; Maunder & Crafter, 2018). When teachers feel they can successfully and
efficiently implement a program, they are more likely to do so (Swift et al., 2017).
Question 17 allowed the participants to provide any additional feedback concerning
bullying and the anti-bullying policies on their campus. A lack of agreement between the
participants and myself could challenge the research study’s validity (Volk et al., 2017).
Asking for further feedback concerning the bullying phenomenon enhanced both the
theoretical and empirical findings (Volk et al., 2017). Teachers’ dynamic processes and
knowledge about situations related to bullied children and the institution's organizational
climate provide an interpretative presentation that lends itself useful in developing antibullying prevention programs (Maunder & Crafter, 2018). Teachers are an invaluable source
for impacting the school’s structure and behaviors, and their feedback is needed to enhance
future anti-bullying prevention efforts (Hymel et al., 2015).
Focus Groups
Focus groups are a qualitative data collection strategy that attempts to obtain
information on a phenomenon through a detailed discussion of various research participants
who have gathered in one location at a specified time (Kinalski et al., 2017). Focus groups
allow for the collection of rich, detailed data (Carey & Asbury, 2012). Focus groups are
common within qualitative research due to their efficiency concerning data collection (Flynn,
Albrecht, & Scott, 2018). Focus groups are semi-structured and conducted in an informal
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setting with a moderator and co-facilitator (Carey & Asbury, 2012). The advantage of focus
groups becomes apparent when similar individuals with similar experiences come together
(Creswell & Poth, 2018) and express their apprehensions and understandings regarding the
study's phenomenon.
I brought together five educators from varying elementary schools who have dealt
with the bullying of students with disabilities within the last five years and were willing to
discuss their experiences, beliefs, and interactions with bullying anti-intervention programs.
This action opened a channel of dialogue that proved advantageous for the development of
this study. Informative narratives were told by the participants, which elicited productive
feedback from all and might not have otherwise occurred without the focus group setting
(Carey & Asbury, 2012). One initiated focus group session happened with the five
participating educators. To follow-up, participants were given the transcript of their focus
group session. The transcript review allowed me to integrate the data analysis technique of
member checking by providing each participant with the current synopsis of the findings to
either correct or add additional insight. Member checking ensured saturation and that no
other themes needed to be discovered (Lincoln & Guba, 1985; Onwuegbuzie, Dickinson,
Leech, & Zoran, 2009).
The focus group was formed and assembled conveniently through the video
conferencing tool Zoom due to the CDC's restrictions regarding Covid-19. I, the moderator,
guided and recorded the participants' responses. Additionally, there was another facilitator
within the focus group to aid in the monitoring and recording of the groups’ answers to the
provided open-ended questions (Creswell & Poth, 2018: Gill, Stewart, Treasure, &
Chadwick, 2008) as well as aid with the setup of the focus group (Kinalski et al., 2017). As
the moderator, I debriefed the participants on the research study’s aims and acknowledged the
audio devices' presence to record the focus group’s interactions and responses (Gill et al.,
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2008). I expressed that shared information should stay here for confidentiality's sake, and I
asked if anyone would like to withdraw at this time (Gill et al., 2008). Focus groups allow
for diverse perspectives, interaction among the participants, and enjoyable participants
(Patton, 2015). The collaboration found within focus groups allowed for greater depth and
scope regarding exchanging information seen and heard through the focus groups (Carey &
Asbury, 2012). Just like within the individual interviews, questions began with general to
more specific questions related to the study (Gill et al., 2008; Patton, 2015) and included the
following:
1. What is your name, and how long have you been in the field of education?
2. How have you been involved in intervening within bullying situations that
include students with disabilities?
3. Please think back over the past year of the things that your school has
implemented regarding bullying. What went exceptionally well, especially as
it pertains to students with disabilities?
4. How can anti-intervention bullying programs be improved on concerning your
school and addressing the issue of bullying of the student with disabilities?
5. Suppose that you were the administrator within your school, and you were
able to evoke one change to better the anti-bullying program(s). What would
that change be?
6. What do you propose that we as educators improve upon concerning the antibullying programs within our schools to be more effective?
Question one is considered a participant engagement question and allowed the
participants to introduce themselves and opened the door for all to get to know each other
(CIRT, 2019). The phrasing of the question allowed for participants to respond freely
(Creswell & Poth, 2018). Questions two through five were open-ended, explorative
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questions that discussed the study’s topic (CIRT, 2019). The questions delved deeply into the
social and personal aspects of the participants’ experiences as they related to the study’s topic
(DiCicco-Bloom & Crabtree, 2006). Question six was an exit question and allowed
participants to discuss anything pertinent to them, which involved the study’s phenomenon
(CIRT, 2019).
I kept field notes or a reflexive journal (Lincoln & Guba, 1985) as an accompaniment
to the focus group interviews conducted and infused the expressions, behaviors, and
nonverbal cues of the participants (items that the audio recording might miss) into the field
notes as the interview took place (Sutton & Austin, 2015). Field notes were an excellent way
to interpret the audio-taped interviews better. The field notes helped me, the researcher,
understand various situational factors and complemented the data's original analysis (Sutton
& Austin, 2015). The reflexive journal that I maintained included decisions regarding
methods used within this case study, the various structural elements and logistics of the study,
and reflections representing my feelings, beliefs, perceptions, values, positions, and interests
(Amankwaa, 2016). The thoughts produced within the journal allowed me to understand my
biases truly and ensured that I was well-informed of the subject matter (Creswell & Poth,
2018; Patton, 2015). I ensured that I was observed as knowledgeable about the subject matter
and enlisted the respect of those participating (Carey & Asbury, 2012).
Together, the interviewees and I constructed the meaning of their experiences related
to bullying of students with disabilities and the teachers’ perceptions of the anti-bullying
intervention and prevention programs found within their differing schools. As I established
rapport with the participants, a more significant establishment of trust ensued (Carey &
Asbury, 2012). Finally, just like within any other phase within qualitative research, I
especially ensured that respect, beneficence, and justice occurred collectively within all
aspects of the data collection method (Carey & Asbury, 2012)Participant Journals
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Finding, studying, and analyzing records of every variety is a part of the qualitative
inquiry (Patton, 2015; Yin, 2018). Journals capture and preserve the context of the excerpts
(Patton, 2015). Participant journals are an excellent way to solicit participant feedback and
provide great insight into the participants’ mindset and daily activities (Jacelon & Imperio,
2005) in a fun, friendly manner (Thomas, 2015). Teachers were a great candidate for this
mode of data collection because of their literacy skills, experiences, and understandings, as
well as their needed physical aptitudes (Jacelon & Imperio, 2005). The information provided
within the journals allowed me to develop new theories and knowledge that will ultimately
affect the education arena (Thomas, 2015). Covid-19 evoked a need for a different way to
obtain the third mode of data collection, the participant journals. Initially, the participants
were going to write each entry within a journal provided to them. The journal was going to
have a page with each of the open-ended questions for them to address. The journals
originally could have been either handwritten or typed via a word document or through email.
Due to the pandemic restrictions, I decided to formulate a Google Form with each prescribed
open-ended question. The participants were then able to add their responses at one given
time or throughout the assigned week. The participant journals allowed consideration about
how the data enhanced the study (Jacelon & Imperio, 2005).
The implementation of participant journals encouraged participants to meditate daily
regarding the activities they may have included about bullying intervention or events related
to their students with disabilities (Jacelon & Imperio. 2005). The semi-structured journals
allowed the participants to provide their perspectives on essential information in a detailed
manner over time (Thomas, 2015). An interview could then follow up the mentioned events
and responses if need be (Jacelon & Imperio, 2005). Journals permitted the freedom and the
capability to explore critical aspects related to the teachers' experiences surrounding the
phenomenon of bullying (Thomas, 2015).
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For this study, participants completed a participant journal via a Google Form to
record any of their thoughts related to their experiences concerning bullying of students with
disabilities and their perceptions of their school’s anti-bullying intervention and prevention
programs. The participants received several thought-provoking questions to prompt their
thinking regarding various aspects of their bullying policies. The participants were to write
daily, or collectively, their perceptions or feedback to the questions provided to them for one
week to prevent potential participant burnout and boredom (Jacelon & Imperio, 2005),
discussing any and everything related to the study, their experiences, and the questions
provided (James, 2015). I dissected and looked for emerging codes and themes throughout
the participants' written responses. The hope was that participants would become more
reflective as time passed (Jacelon & Imperio, 2005). The prompting questions for the
participant journals were as follows;
Prompting Questions:
Participant Journal
Page 1:
What are some of the significant challenges you face in attempting to change current
intervention practices? What are the significant opportunities?
How can barriers be overcome?
How can opportunities be maximized?
Page 2:
To what extent are intervention policies and initiatives valued on your campus?
Page 3:
What specific new bullying intervention practices have you implemented in your
classes related to the student with disabilities?
Page 4:
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What types of faculty development opportunities have emerged on your campus that
focus on bullying intervention strategies for the classroom and the student with
disabilities?
Page 5:
What motivates you to participate in instructional development programs on campus?
How frequently do you attend such programs?
How are these programs advertised to faculty?
Each question garnered insight into the participant’s interactions with their school
intervention and prevention protocols. The teachers’ perspectives regarding each question
provided a more detailed account of how and why they intervene in bullying situations of
students with disabilities (Yoon et al., 2016).
Data Analysis
Through qualitative research approaches, one can deeply explore the data, which
consists of looking for patterns, themes, answering research questions, and providing
significant findings and conclusions (Patton, 2015). Data analysis led to an interpretation of
the data and the corresponding themes related to the study’s phenomenon (Sutton & Austin,
2015). Data analysis within qualitative research involves preparing and organizing the
retrieved data, then simplifying the data by deciphering the various themes through the
coding technique, and the presentation of results will consist of a representation of the data
through discussion (Creswell & Poth, 2018). This type of analysis occurs by capturing and
understanding the participants' unique views, observing and dissecting the participants'
behaviors in context, realizing the participants' patterns, and examining the trends'
implications (Patton, 2015).
Data analysis within the interviews, focus group, and participant journals involved
managing and organizing the collected data (Creswell & Poth, 2018). A window into the

94
world of the studied case then opened, telling a specific story of the person, group, or
organization (Patton, 2015). These particular steps are interrelated and coincided throughout
the research analysis, allowing me, the researcher, to interpret the case (Creswell & Poth,
2018). I ensured faithfulness to my study participants within the data analysis process and
allowed their voices to be heard and reported accurately for others to glean insight from those
views (Sutton & Austin, 2015). This interpretation is considered naturalistic generalization
(Creswell & Poth, 2018).
Another aspect of data analysis included preparing files by creating an organized
database for images and recordings (Yin, 2018). The Qualitative Data Analysis Software,
entitled NVivo, allowed me to review and code the collected data to provide insightful
analysis. NVivo helped guide the coding system's preparation based on the three data sources
and the participant responses. This process consisted of dissecting the data and extracting
pertinent statements. During the different data processes, I also read and made memos of
new ideas, which led me to code development and summaries across the questions (Creswell
& Poth, 2018; Patton, 2015). Patterns led me to determine corresponding elements of two or
more categories, aiding with the creation of smaller amounts of categories (Yin, 2018). The
collected data then allowed for analysis to develop specific codes that had to be classified
into themes (Creswell & Poth, 2018). Unlike quantitative research, there are no statistical
tests in qualitative research that could verify reliability and validity (Sutton & Austin, 2015).
Category classification consisted of initial coding, categorizing and describing said codes,
assigning codes to data, and creating a final codebook (Creswell & Poth, 2018).
This study's data analysis involved numerous pure descriptions surrounding the
people, activities, interactions, and the study’s settings (Patton, 2015). Also included were
direct quotations from individuals to cite what they stated or wrote down (Creswell & Poth,
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2018; Patton, 2015; Yin, 2018). The utilization of participant journals occurred to create a
point of view through this analysis and help account for the findings.
Transcribing is a laborious task, but it is necessary to obtain the research study's
required themes and codes (Sutton & Austin, 2015). Coding is a process that identifies
specific similarities and differences found within the participants’ narratives that I, the
researcher, must interpret (Creswell & Poth, 2018). Coding allowed me to go deeper into the
experiences of the study’s participants (Sutton & Austin, 2015). However, there are other
ways that I established confidence or trustworthiness within my research findings (Lincoln &
Guba, 1985). The various ways included; credibility (belief in the truth), transferability (the
ability for the results to be applicable in other situations), dependability (consistent findings
that can be repeated), and conformability (the degree to which the participants' responses
shaped the study versus my bias or interest) (Sutton & Austin, 2015).
Trustworthiness
Within qualitative research, various strategies are available to ensure that authenticity
and honesty occur within a given study (Merriam & Tisdell, 2016). Trustworthiness is one
way that ensures that a research study evokes balance, fairness, and neutrality (Patton, 2015).
Trustworthiness can also be called the rigor of the research and relates to the confidence
within the data, explanation, and strategies that evoke quality within the study (Connelly,
2016). The assurance of providing valid and reliable findings occurred through procedures
surrounding credibility, dependability and confirmability, and transferability.
Credibility
Credibility in qualitative research is comparable to what quantitative researchers state
as internal validity and associates with truth-value characteristics (Korstjens & Moser, 2018).
A research study's credibility occurs when the researcher ensures that they set aside their own
beliefs and avoid manipulating the data to justify preconceived theories (Patton, 2015). As
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the researcher, I ensured that I entered the investigation field willing to understand the study's
setting as it occurred while unearthing multiple perspectives (Patton, 2015; Yin, 2018).
Credibility happened within my study by triangulating the different data techniques
and answering the research questions in varying ways (Lincoln & Guba, 1985). Providing an
adequate description of the data describing the context and experiences of those involved in
the study also helped me ensure credibility occurred (Hammarberg, Kirkman, & De Lacey,
2016). Several essential items that helped guarantee credibility in my research study included
prolonged engagement, persistent observation, triangulation, peer debriefing, and member
checking (Lincoln & Guba, 1985).
Prolonged engagement. Prolonged engagement is one of the proposed elements. It
involves spending an extended time observing the setting's aspects, speaking with various
individuals, and developing valued relationships and rapport with the setting's community
(Lincoln & Guba, 1985). This approach enabled me to obtain more information from those
participating in the study. It also helped me acquire additional informants concerning the
study, which helped provide more detail (Hadi & Closs, 2016). During the prolonged
engagement, I began to build relationships while setting my own biases to the side (Lincoln
& Guba, 1985; Patton, 2015). Due to the restrictions of Covid-19, the building of
relationships and speaking with various individuals occurred more through email
correspondence and phone calls.
Persistent observation. Persistent observation by the researcher is another element
that allowed for the ability to unearth and consider inconsistencies that might enter the data
otherwise (Lincoln & Guba, 1985). Persistent observation for this study involved me being
hands-on with the data, rereading and analyzing them to revise as needed, and coding various
concepts appropriately, which occurred until the findings provided the rich, thick descriptions
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required (Kowalski et al., 2016). Persistent observation allowed me to dig further and
provided insight for possible follow-up (Kawulich, 2005).
Triangulation. Using different sources of methods and modes of data collection
(interviews, a focus group, and participant journals) and incorporating multiple investigators
to ensure triangulation was my primary intent (Lincoln & Guba, 1985). Triangulation is a
process in which one compares and checks the consistency of the provided information that
has occurred via different times and by various means such as interviews, focus groups, and
participant journals (Patton, 2015) to enhance one’s knowledge base (Lincoln & Guba, 1985).
This study's triangulation process included verifying what an individual said in public against
what was stated in private and checking interviews against the participant journal to
corroborate the interviewee’s report (Patton, 2015). Triangulation allowed me to authenticate
my study's findings and test the conclusions' validity by delving into the various data
collection sources (Amankwaa, 2016).
Peer debriefing. Peer debriefing allowed the researcher to debrief with an unbiased
party to reveal possible partialities that continue to plague one’s minds throughout the study
(Lincoln & Guba, 1985). Peer debriefing involved me, the researcher, delving into the
various aspects of the study, such as the research design and the data collection and analysis,
in connection with a colleague who then urged me to further evaluate the entire process from
various perspectives (Schneider, Youker, Heilman, Wenrick, & Figg, 2010). As the
researcher, I began to uncloud my otherwise good judgment and allowed for sensible next
steps to be made (Lincoln & Guba, 1985). Debriefing with my committee chair continued to
add to my study's credibility and trustworthiness by ensuring that the themes or theories were
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situated within the data and were plausible to my chair as the debriefer (Hadi & Closs, 2016).
This step is also considered reflexivity (Lincoln & Guba, 1985).
Member checking. Member-checking involved using the data, interpretations, and
conclusions as a checkpoint, conducted by the group members in which the data were
initially collected (Lincoln & Guba, 1985). As the researcher, I referred to the participants to
verify the study's findings by reviewing the interviews' data, the focus group session, and
participant journals (Amankwaa, 2016). The study’s participants verified the transcribed
transcripts of the interviews and focus group interactions. The verification process occurred
through me, the researcher, sending the specified transcript via email to the corresponding
participant, allowing them the ability to correct or contest the stated understandings
(Kowalski et al., 2016). Member checking was the most crucial element to ensure credibility
within the study (Lincoln & Guba, 1985).
Dependability and Confirmability
Overlapping methods were a more natural method to ensure that one considers
credibility and dependability (Lincoln & Guba, 1985). Dependability is focused on inquiry,
with the processes involved being logical, traceable, and documented (Patton, 2015).
Dependable and reproducible results occurred because of the utilization of different data
sources (Gill, Gill, & Roulet, 2018). Confirmability linked the assertions, findings,
interpretations, and data in a discernable manner (Patton, 2015).
As the researcher, to ensure dependability, I elicited my chairperson's insight to aid in
reviewing the analysis of the various data collection techniques and confirmed that a detailed
description was present, allowing others the ability to follow the same procedures (Thomas &
Magilvy, 2011). Confirmability involves the assurance that situated within the study are the
research’s conclusions (Gill, Gill, & Roulet, 2018). To ensure confirmability, I employed the
procedure of writing detailed field notes describing the participants’ views, feelings, and
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biases and allowed the direction of any discussion to be participant-led (Thomas & Magilvy,
2011).
Audit trail. Within an audit trail, transparency must be present. As the researcher, I
ensured clarity was present by documenting every step taken throughout the research study,
which included processes taken from the beginning of the study, data collection, and finally
through the phase consisting of data analysis (Kowalski et al., 2016). There is a residue of
the records to ensure this process was completed appropriately (Lincoln & Guba, 1985). This
residue allowed for themes to be seen as dependable and not just figments of the imagination
(Patton, 2015).
Transferability
Transferability allows one to ascertain better the similarities between the actual
studied case and other cases to which findings might be transferrable (Patton, 2015). Thick
descriptions are made during transferability to allow others to conclude whether transmission
between the two cases can be completed (Lincoln & Guba, 1985). Within my descriptions, I
included the setting, atmosphere, location, participant attitudes, various reactions observed,
relationships formed, and my feelings related to the study to incorporate the concept of
providing thick descriptions (Amankwaa, 2016). Transferability is concerned with case-tocase transference (Patton, 2015). As I offered thick illustrations related to my study's
phenomenon, I began to ascertain whether the findings were transferable to other times,
environments, experiences, and individuals (Amankwaa, 2016). This procedure allowed the
detailed descriptions to be more meaningful for those who review the research (Kowalski et
al., 2016).
Ethical Considerations
Ethics is a central issue that researchers should be concerned about (Corbin & Strauss,
2015). All research should ensure that valid and reliable information is presented ethically
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(Merriam and Tisdell, 2016). Suggested was the thought that looking at possible ethical
issues within a qualitative study should be approached via different phases of the research
process (Creswell & Poth, 2018). Furthermore, research studies should be meticulously
conducted, presenting new findings and conclusions that can ring true for all readers,
practitioners, and other researchers (Merriam & Tisdell, 2016). Therefore, when planning
and designing, I needed to consider the possible ethical issues that might have arisen during
the study and provided a plan of action that addressed them (Creswell & Poth, 2018). Ethical
issues may arise during any phase of the interviewing process (Seidman, 2013).
Before beginning the qualitative research study, I sought and received approval from
the Institutional Review Board or IRB (Creswell & Poth, 2018). The IRB is a source that
exists to guide researchers and their relationships with the study participants (Seidman,
2013). The IRB is a federally mandated body established to ensure the ethical treatment of
human subjects (Creswell & Poth, 2018) and ensures that no harm befalls those participating
in the study (Seidman, 2013). The IRB looked at how I would address participant ethical
issues related to respect for persons, concern for welfare, and justice (Creswell & Poth,
2018).
Once it was time to begin the research study, I considered two crucial ethical
considerations within this study: the disclosure of the study's purpose and my role as a
researcher (Creswell & Poth, 2018). I ensured that I enlightened the participants regarding
my pre-conceived partialities and assumptions related to the study’s phenomenon (Hunt,
2011). Through consent forms, participants became informed of the study's intent (Creswell
& Poth, 2018). The stated assurance enlightened the participants about the process being
voluntary and that they were not going to be penalized for not participating (Creswell & Poth,
2018; Patton, 2015).
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As the researcher, I appropriately stored the data and all materials and enacted the
proper security measures (Creswell & Poth, 2018). While analyzing the data, it was
imperative that I respected the privacy of the participants of the research study (Creswell &
Poth, 2018) and included them in the analysis phase (Hunt, 2011). The proper storage for
both the data and documents took place and will be in a secured location for the required five
years (Creswell & Poth, 2018). There were fictitious names assigned during the profiles'
development (Creswell & Poth, 2018; Patton, 2015). To ethically report the data, I was
honest and used appropriate language for the intended audience (Creswell & Poth, 2018; Yin,
2018). All participants and the stakeholders involved will obtain copies of the final report
(Patton, 2015).
“If the sacred-secular distinction fades and we grant that all truth is ultimately God’s
truth, then intellectual work can be God’s work as much as preaching the gospel, feeding the
hungry, or healing the sick. It too is a sacred task.” ~ Arthur Holmes (Philosopher). The
above formative quote from Philosopher Arthur Holmes makes me reflect on a verse from
Colossians 3:17 (ESV), “And whatever you do, in word or deed, do everything in the name of
the Lord Jesus, giving thanks to God the Father through him.” Liberty University’s
Conceptual Framework provides excellent guidelines to ensure that one is incorporating a
Biblical view within their prescribed research study. Below, you will find a detailed account
of how I ensured that my research reflected components such as ethical conduct, stewardship,
and dissemination of research, which in turn, inevitably led me through a successful research
study process;
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Table 1:
Ethical Considerations
Displays a Sense of Social Responsibility
and the Belief that all Students can Learn:
Fruit of the Spirit:
Love, Joy, Peace, Goodness
(Gal 5:22, 23)

Demonstrates Commitment and Work
Ethic:
Fruit of the Spirit:
Longsuffering
(Gal 5:22, 23)

Demonstrates Reflective Practices
Fruit of the Spirit:
Faithfulness
(Gal 5:22, 23)

Displays Personal Integrity
Fruit of the Spirit:
Goodness
(Gal 5:22, 23)

➢ I ensured that I exhibited a belief that all
students can succeed and are important
➢ I utilized the techniques found throughout
the case study design to seek out strategies
that will allow all to meet the needs of all
diverse learners
➢ This research gives opportunities and
motivation to ensure that students obtain
their needed essentials (physically,
mentally, and socially)
➢ I ensured that I achieved the highlighted
concepts successfully
➢ I ensured that the research study I embarked
upon was accurate and credible (Yin, 2018).
➢ My specified research timeline and
committee chair led me to ensure I
completed all assigned tasks in a timely
fashion and took all responsibilities
seriously
➢ Each activity associated with this research
study found me meeting each with
consistency and punctuality
➢ I ensured that I planned effectively and
organized for the following of the proper
protocol for this collective case study
➢ I provided all participants with any needed
documentation in a timely, respectful
manner
➢ I was thoughtful in pursuing educational
affairs, practices, and data dissection
➢ I made sound choices
➢ I gained insight from other educators and
participants
➢ I allowed the data to lead me to the
outcomes of the study
➢ I strived to close the gap in the literature to
aid in improving the field of education
➢ I used ethical protocols in every aspect of
the study
➢ I encouraged openness, trustworthiness, and
honesty
➢ I was a morally responsible researcher
➢ I exhibited an honest disposition that
avoided deception within the study and
falsifying information (Yin, 2018).
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Displays Professionalism in Behavior and
Actions
Fruit of the Spirit:
Gentleness, Meekness
Temperance
(Gal 5:22, 23)

➢ I exhibited respect, even when being
provided constructive feedback
➢ I was patient and able to evoke self-control
in any given situation
➢ I will continue to be a lifelong learner
➢ I was professional in my dress, demeanor,
talk, and everyday dealings

Summary
The case study design is one of the most challenging methods (Patton, 2018). “Be
prepared for some major forks in the road, detours, emergent opportunities, disappointments,
and thrills” (Patton, 2018, p. 37). The case study design has distinct theoretical and
methodological implications (Creswell & Poth, 2018). The fruit of qualitative case study
research lies in the differing themes, patterns, understandings, and insights brought out during
fieldwork (Patton, 2015). Highlighted throughout this chapter were the case study’s research
design elements. Explicitly, the stated research questions' intent involved reaching various
findings related to this study's purpose. This chapter further depicted the research setting by
providing different contextual information specific to the setting. Disclosed were the criteria
for the potential participant selection, and highlighted were the unique criteria for selecting
said participants. As the human instrument, I detailed my role as the researcher in a detailed
fashion. To conclude this chapter, I initiated discussion surrounding procedures to ensure
trustworthiness and engagement of ethical considerations within this research study.
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CHAPTER FOUR: FINDINGS
Overview
Chapter Four lends itself to unearthing the study's findings and themes obtained
through the data analysis process. The data were formulated from the perceptions,
experiences, and beliefs of the 15 teacher participants. There were nine classroom teachers,
three Dyslexia interventionists, one Campus Data Leader, one librarian, and one physical
education teacher. The gathered data helped one to better ascertain the purpose of this
qualitative, collective case study which was to discover, describe, and understand teachers'
perceptions of interventions addressing bullying of students with disabilities in elementary
schools found throughout a large, suburban school district that is in the central region of the
United States.
Specifically, this chapter outlines detailed information about each participant, using
pseudonyms to help induce the ethical consideration of confidentiality that contributed to the
study's data. Chapter Four begins with a chapter overview describing the chapter's content, a
depiction of the study's participants, and a comprehensive results section identifying the
common themes and sub-themes and answers to the specified research questions. Chapter
Four concludes with a summation of the presented narratives found throughout this chapter.
Participants
This case study included 15 educators who all teach within the urban school district of
Wise Independent School District. Nine classroom teachers, three Dyslexia interventionists,
one Campus Data Leader, one librarian, and one physical education teacher volunteered to
participate in this study. The participants' average age ranged from the mid-'20s to mid-'50s.
Five participants were asked to make up the focus group. Ten participants interacted within
the individual interviews. All participants were asked to keep a participant journal addressing
the presented open-ended questions. The participants were also able to add any additional
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insight on the phenomenon as they saw fit. Eight out of the 15 participants completed the
participant journal, adding further insight to their focus group and individual interview
statements. Each participant volunteered freely, and they were not compensated in any way
for their contribution to this research study.
Table 2
Participant Demographics
Participant

Gender

Ethnicity

Abigail

Female

Hispanic

Anna

Female

Anthony

Years of
Service

Level of
Education

Current
Position

5

Bachelor

Pre-K
Teacher

Hispanic

10

Bachelor

1st Grade
Teacher

Male

Caucasian

20

Master

Librarian

Barb

Female

African
American

11

Master

5th Grade
Teacher

Cathy

Female

Hispanic

5

Bachelor

Sped. Teacher

Chrissy

Female

African
American

7

Master

5th Grade
Teacher

Erin

Male

Caucasian

18

Master

PE Teacher

Kat

Female

Caucasian

30

Bachelor

Campus Data
Leader

Katie

Female

Caucasian

20

Bachelor

3rd/4th Grade
Teacher

Leah

Female

African
American

16

Master

Dyslexia
Interventionist

Lila

Female

African
American

16

Master

Dyslexia
Interventionist

Mary

Female

African
American

14

Master

Dyslexia
Interventionist
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Melissa

Female

Caucasian

22

Bachelor

Pre-K
Teacher

Sally

Female

African
American

7

Bachelor

3rd Grade
Teacher

Sue

Female

Hispanic

10

Bachelor

2nd Grade
Teacher

Note: All of the above participants were given pseudonyms to ensure confidentiality
occurred.
Abigail
Abigail is a Hispanic female who currently holds the position of a Pre-K, Dual
Language teacher. Early childhood is her passion. She has been in the field of education and
her present school location for the past five years. She has a Bachelor of Science degree in
the field of education. She interacts with students with disabilities through her general
education classroom setting. Abigail values education and feels that every student can learn.
She fosters this belief by providing a classroom environment conducive to promoting all
students' physical, emotional, and academic growth, including those with disabilities. The
following sentiment by Abigail endorses this sentiment:
That's kind of how I also tried to intervene as far as if I see something or I hear
something, is by telling them, how would you feel? How would you feel if someone
tells, calls you by a name, that's not your name? Because you have a name and that it's
not, I mean, that's not nice. And just having them, you know, get in the other person's
shoes and, and I think with Pre-K, I think it's that they, they're little, but they
understand. And I've noticed that really improves their behavior.
Anna
Anna is a Hispanic female Bilingual teacher. She currently teaches the first grade.
She has a bachelor's degree. Anna has been teaching for ten years and has been within the
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same district throughout this time. Over the past years, Anna has encountered students with
disabilities through her classroom setting. Anna enjoys thinking of creative ways to help her
students employ strategies that will aid in extinguishing bullying. One such activity is listed
below:
And it just explains how for a person to be happy needs to have their they need to
have their buckets full. All and everyone is in charge of keeping those buckets full.
And then it gives you examples on how you keep your invisible bucket full by being
nice to others, helping others. It says that everyone has a bucket, not only kids but
adults. It also explains how you can be a bucket filler, but also how some people are
bucket dippers. Yeah, you know, being rude to someone, et cetera. And it explains
that if you dip from someone else's bucket, you're dipping off your bucket as well,
you know? You know, the rule is like if you're dipping from someone else's bucket,
that doesn't mean your bucket is going to get fuller. It's going to get emptier as well.
And then you give examples, I mean, they love this book, and I read like three times
during the school year. So just kinda like a reminder.
Anthony
Anthony is a Caucasian male and holds the position of librarian at his current
location. His highest degree earned is a master's degree. Anthony has been in the field of
education for 20 years. The last 13 years have been as a librarian at two various campuses.
For the first five years of his career, Anthony taught within another school district. Anthony
interacts with all the students on his campus through the library. He aids each student with
the selecting, locating, and circulation of all the library materials. During these various
activities, Anthony interacts with those students with disabilities as well. Not only does
Anthony support the student with disabilities at his work location, but he also has a daughter
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who he advocates for at home. She has encountered individuals who have bullied her
because of her differences. The below sentiment expresses this:
Exactly, I mean think about how bullying affects their psyche their ability to be
successful. You know, I, my youngest, was really bullied a lot last year. And she's in
this year's summer; she's plucked out all of her eyelashes from anxiety. So, in some
ways too remotely has been great for her. You know, I have a feeling they bullied her
because she's pretty, you know. But she does not feel good about herself because they
bullied her. It was only like two kids, two boys.
Barb
Barb is an African American female 5th-grade math and science teacher. Her
highest degree held is a master's degree. Barb has been in the field of education for 11 years.
She has been at her current location for the past seven years. Besides being an educator, she
has also worked as the Fort Worth Afterschool Program director at her current school
location. Through her role as a teacher and director of the after-school program, Barb has
interacted with various students with varying disabilities. She is an advocate for arming the
students and empowering them with strategies to help with the growing problem of bullying.
This thought is evident by her following statement:
We have to give our children some kind of ammunition to how to deal with it. They'll
sit there and keep reading all these negative comments because all sticks and stones
may break your bones, and words will never hurt you is a lie. Words are worse.
Words don't go away. Sticks and stones give you a bruise, but those bruises go away.
But the memory of those words is going to reside in the darkest moments of your
mind.
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Cathy
Cathy is a Hispanic female Special Education teacher. She is involved in educating
individuals with disabilities through inclusion, as well as through providing resource services.
Cathy holds a Bachelor of Science in Education degree. She has taught at her current
location for the last five years. Cathy first taught the younger students in the LINK setting.
Later, Cathy accepted a new offer and moved into the Special Education teacher position,
which she gladly accepted. Cathy has a passion for enriching all students' lives, especially
the students with disabilities that she encounters daily. She believes that educating others
about the need to include all is paramount:
I just remember a lot of instances where we would walk in the hallway, and people
would laugh and, you know, just comment—little comments on the side. You know,
one of the times that I remember was in the lunchroom, and we were getting in line to
get their lunch. And, you know, they were saying some mean, hurtful things. So, I
had to stop them and just tell them, hey, you know, you cannot, you can't do that. It's
not nice. You know, you're hurting their feelings. And, you know, we're all different
in our own different ways. So, you need to be respectful to one another and just kind
of keep it simple. Not in an angry way, but I was a little angry.
Chrissy
Chrissy is an African American female who teaches as a 5th grade Dual Language
math and science teacher. Her highest degree held is a master's degree. She holds degrees in
both education and counseling. She has been in the field of education for seven years. She
loves to empower her students with the ability to solve difficult challenges. Chrissy interacts
daily with students with disabilities who have varying learning disabilities within her
classroom. Her mission is to be an advocate for her students that need a voice. Chrissy
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believes that better-enacted safeguards need to be put in place to help prevent bullying,
especially those with disabilities. She explains this thought through the statement below:
Yes, like I don't feel like everybody at the school sees the same issues that I see, I
guess. I tried to bring it up to other colleagues, and I don't feel like they feel like it's a
big deal. And then I also feel like some colleagues don't understand that the way that
they handle situations can come off as possibly bullying.
Erin
Erin is a Caucasian male physical education teacher. He holds a master's degree and
currently also works as an adjunct professor at a local college. Erin has been in education for
18 years and has been at his current location since 2004. He interacts daily with students
within grades K-5th. Through these interactions, Erin has taught students with disabilities.
Erin has a personal connection to students with disabilities because he has a son who has
been classified as having a disability. Erin can recognize and fight for students with
disabilities, even more so, because he realizes many different aspects, some of which many
other educators sometimes miss. This idea is seen from his statement below:
Well, I brought this up like now that you were like, I had a second to think about it, I
brought this up a few years ago, with like for example, I know all the kids on campus,
you know what I'm saying. So we had a kid a few years ago who was really
struggling, and it's like I mean, I hate to be a diagnostician, but if I could see, my son
has autism, so I kind of could see, like dude, this poor kid, he has autism. And they
did, they finally identified, but then it's like okay, I know this, and I told the principal.
I know this, so I understand if he's wearing a hood, that's what he needs that day.
However, you get some GI Joes in there that, "take that hood off, you know," and it's
like no, no like chill. Let me talk to you know, it's like if, because my son at his
school everybody knows "J." "J" needs a little extra help. If "J" is dancing around in
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the hallway, leave "J" alone, you know, doesn't mean he should get away with
everything, but.
Kat
Kat is a Caucasian female educator who currently is the Campus Data Leader for her
educational institution. She has a Bachelor of Science Degree in Education. Katie has been
in the field of education for the last 30 years. Twenty of those years have consisted of her
working at her current campus location. She has held numerous roles during her tenure.
Katie has been a classroom educator, Reading Recovery teacher, Title I teacher, and Literacy
Coach. Katie engages with students with disabilities through small group tutoring sessions.
Most of the students that she encounters are either 504 or Response to Intervention (RTI)
students. She attempts to empower the bullied student, as seen through the below
declaration:
Usually, in my position, I mean, it will be like a kid just walking by my office or
something. Who will be like, "So and so said this to me," or whatever, and they're
upset crying about it. And, you know, by the time I see them. I don't even know who
the kid was or what. So usually, I'm trying to like build up the victim.
Katie
Katie is a Caucasian female educator who currently is a third- and fourthgrade mathematics, Dual Language teacher. She holds a Bachelor of Science
degree. This school year marked the 20th year that Katie has been in education
and the district. She has been at her current school since it opened its doors in
2004. Katie has had previous interactions with students with disabilities through
her prior role as a Special Education teacher. Currently, she is involved with
educating students with disabilities through her general education classroom
activities. Katie enjoys building a sense of community throughout her classroom
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actions by utilizing the district's various social and emotional development
procedures. Katie feels that creating a sense of community within her classroom
better allows her to combat bullying, especially related to students with
disabilities. Katie expressed this thought by the following, "I mean, I like to use it
and the students they love, you know circle time, and as they crave, they beg for it
every day. So, I definitely think that it helps in building a community aspect."
Leah
Leah is an African American female who works as a Dyslexia Interventionist at her
current school location. Her highest degree earned is that of a master's degree. She has been
an educator for the past 16 years. As an educator, she has taught various subjects and grades,
including 2nd and 5th grade. She has also held the title of Math Coach within the district for
four years. This position allowed her to develop and instruct teachers through delivering
related math materials through professional development to the district's teachers who taught
mathematics. This role also allowed her to provide teachers and students strategies to help
them reach their full potential concerning mathematics instruction. In her current role as a
Dyslexia Interventionist, she works to enrich the lives of students with dyslexia by using
systematic instruction. Leah enjoys developing life-long skills within students with dyslexia
that she instructs to better aid them in reading, spelling, and writing. Leah's personal
experiences dealing with the topic of bullying has ignited a personal belief that bullying can
be detrimental to an individual's well-being:
Yeah, absolutely I do, because of the serious nature of it. You know, kids have
committed suicide as a result of bullying, and they know it's nothing to play with. So,
if a kid tells you that they're being bullied, you know, I think there's a different
connotation. Bullying is a little bit different than we looked at bullying before because
it can be, you know, online. As you know, I just think it's more to do with

113
internalizing, but I think it's a lot. I'm glad that schools are now taking a more
proactive stance against bullying because they know how serious it is. And I think
that's what's needed to help these students feel safe because they have to feel safe in
the environment that they're in.
Lila
Lila is an African American female educator who currently enlightens the minds of
those students with dyslexia. She has a passion for infusing her love of education into the
students' hearts that she teaches daily. Lila's highest degree of completion is a master's
degree. She has been in the field of education for 16 years. She has been a Dyslexia
Interventionist for the last five years. She interacts with students with disabilities daily
through her current position. Lila has encountered bullying within her dyslexia groups
between students with dyslexia towards another student with dyslexia. She feels that
empowering the students with the proper knowledge of inclusiveness is vital. Lila believes
that all stakeholders are essential in the feat to adequately disseminate this knowledge, which
is seen by the below comment:
They like give a look, then like, and they blow when they, you know, do little things
and say little things towards the child who is slower within the group. So, to me, as a
campus as a whole, we have to teach children about having that empathy and
sympathy and, you know, just knowing how to accept others' differences.
Mary
Mary is an African American educator who teaches students with Dyslexia varied
strategies to strengthen their reading, spelling, and writing ability. She has a master's degree
in counseling. Mary has taught a total of 14 years within the field of education. She taught
for ten years at different locations within the district before becoming a Dyslexia
Interventionist. Mary has now been teaching students with disabilities for the past four years.
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She also has prior experiences with teaching students with disabilities while she was a
general education teacher. She values ensuring that all students are valued and safe. Mary
and her teammates attempt to complete this feat daily, and it is evident by the statement
below:
Oh, no. All of the faculty, we're all on board. We're all on board. We are so cohesive
at my campus. Everybody is cohesive. You don't have anybody wanting to go their
own way. We all work together. Every single one of us, we all work together.
Melissa
Melissa is a Caucasian female who currently teaches in the Pre-K setting. She
graduated with her Bachelor of Science Degree in Education. Melissa began her teaching
career in 1998 at her present school location. She initially taught kindergarten and then
moved into Pre-K, where she has been ever since. She enjoys infusing a life-long love of
learning into all her students. Melissa also fosters a community that is full of love and
respect for others:
Well, we say our student affirmation every morning, which just talks about how we're,
you know, when we remember what it is, we are safe, organized, and respectful.
All those words that hopefully will tell them what their character is and how they're
supposed to be treating their fellow classmates.
Sally
Sally is an African American female 3rd grade English and Language Arts teacher.
Her highest degree earned is a bachelor's degree. She has been in the field of education for
the last twelve years. She has been at her current location for the past seven years. Sally is an
enthusiastic individual who loves building a sense of community and family environment
within her general education classroom. The general education setting has allowed her to
teach students with disabilities during her tenure. She is an advocate for every one of her
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students. She strives to ensure that she meets all of her students' needs, including emotional,
social, and academic requirements, which one can see below:
And I, most of my answers are going to be like I really haven't seen any issues with
bullying, and I believe it's because we do the circle. We are a close-knit family.
Everybody respects one another.
Sue
Sue is a Hispanic female second-grade teacher. She obtained her Bachelor of Science
in Interdisciplinary Studies. Sue has taught within the field of education for ten years. She
has taught within the district for seven years. Sue interacts with students with disabilities in
her self-contained classroom setting. Sue cares deeply about all students and their wellbeing, which her following thoughts support:
I have a self-contained classroom. I teach second grade, and I've had students, you
know, that have special needs. And the thing that bothers me, it doesn't really bother
me, it's just I understand the students don't understand when the students have like an
emotional outburst or maybe, you know, they're not used to being in the classroom,
and the other students don't understand that. Or maybe when we're outside in recess,
and they have that one student that, you know, they don't play with them outside
because, you know, just to show socially and emotionally they can't really talk about
their feelings or what their wants or their needs are. So that to me, so the other
students kind of like, you know, secluded them, isolate themselves from them.
Results
The purpose of this qualitative, collective case study was to discover, describe, and
understand teachers' perceptions of interventions addressing bullying of students with
disabilities in elementary schools found throughout a large, suburban school district that is in
the central region of the United States. The data analysis process led to a detailed
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examination of the collected data from the initiated interviews, focus group session, and
participant journals. The video conferencing tool Zoom helped with the facilitation of the
interviews. The video conferencing tool, Zoom, was also used to complete this study's focus
group session. Participant journals were conducted via a Google Form with open-ended
questions to help guide the participants' thinking regarding bullying. Through the critical
review of the obtained data, codes were created and ultimately led to themes and answers to
the proposed research questions. The participants' narratives supported the study's themes
and research questions throughout the interviews, the focus group session, and participant
journals. Some distinct themes and sub-themes emerged from the represented data. The
themes, sub-themes, and research questions aided in revealing the teacher participants'
perceptions, understandings, and knowledge regarding the intervention practices and
strategies used to intervene in bullying acts against students with disabilities.
Theme Development
The four individual research questions and the theoretical foundations of Bandura's
(2002) social cognitive theory guided this study. This study's data collection process
included individual interviews, a focus group session, and participant journals, which Chapter
Three discusses in detail. Data analysis within this qualitative research study included
collecting, formulating, and organizing the obtained participant data. The simplifying of the
data occurred by interpreting the various codes that were then deduced to numerous themes.
The data retrieval process included multiple modes such as interviews, a focus group, and
participant journals, all aiding in providing narratives leading to the study's results.
As the researcher, I ensured that my personal beliefs, views, and knowledge regarding
bullying, and the initiatives being used to combat the issues surrounding students with
disabilities, were removed. The exclusion of my biases was essential to prevent influencing
the data collection process, participants, and findings. The omission of any of my biases
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occurred through several methods. First, I had to ensure that I was employing all aspects
associated with qualitative case studies. Utilizing the proper methodological components for
my prescribed research design allowed me to remove pitfalls related to any potential biases.
The eliciting of participant and peer feedback also helped in the prevention of the infusion of
my biases. Attentive listening with minimal comments concerning my thoughts was crucial.
The valuable insight provided led me to ensure that the research was grounded in the
participants’ rich descriptive narratives. With the provided feedback, the assurance of
triangulation of all data sources also helped remove any of my thoughts by thoroughly
infusing the various commonalities found throughout the participant responses. The guidance
and feedback provided led me to unearth various perspectives void of my feelings and
thoughts. Besides utilizing others' advice, reflexive journaling allowed me to be better
highlight my thoughts, concerns, and interpretations of the studied phenomenon. This
process allowed for greater awareness of the biases that I brought into the study. Reflexivity
occurred during all phases of the research project.
Ten participants lent their knowledge and perceptions regarding the issues and
intervention and prevention tactics related to bullying against students with disabilities
through personal interviews. Due to the CDC's restrictions and guidelines regarding Covid19, each interview was conducted via Zoom Video Conferencing. The interviews spanned an
average of 20-30 minutes, depending on the participants' responses and follow-up
questioning. Nine out of the 10 individual interview respondents provided rich dialogue on
an average of 30 minutes per session. Some of the brief participant responses led to the need
to move beyond the preset open-ended questions. This need led to additional probing
questions geared towards evoking a more detailed account of the participants’ thoughts and
perceptions. Another interview lasted for approximately 20 minutes. This participant’s
interview was shorter in duration, but the given responses still enhanced the study due to their
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detailed replies. This enhancement occurred, despite the participant recovering from minor
surgery. The participant wanted to be involved in the research process and felt well enough
to complete the interviewing task. I, the researcher, was mindful of factors such as this and
also attempted to be cognizant of the many participants’ candidness revolving around their
fatigue, lack of knowledge concerning technology and online learning platforms, the many
new training requirements concerning the new way of teaching, and just their overall stress. I
attempted to ensure that I utilized the most pertinent questions from the relevant and efficient
interview protocol to grasp the needed information that progressed this study in a manner that
considered their time constraints. Despite all the formative mentioned items, all interview
participants were comfortable and candid in their answers. Everyone voiced the importance
of the topic. Each participant was given their interview transcript after the completion of
transcribing occurred. This step allowed for member checking to occur.
Another outlet used to collect relevant views of the teacher participants consisted of
implementing a focus group. The focus group included a comprehensive collaboration
between the five teacher participants. The participants revealed their thoughts surrounding
the study's phenomenon. Induced was an atmosphere of respect throughout the focus group
via the participants' responses and dispositions. Due to the CDC's restrictions regarding the
pandemic and protocols established related to Covid-19, all participants agreed to participate
via the avenue of Zoom Video Conferencing. Participants were given several dates and times
to choose from the best time to complete the focus group. Each participant presented their
availability. All participants were able to then agree to the best possible time that was best
for all. The focus group session lasted around 45 minutes.
An additional source related to the data collection consisted of participant journals.
Eight out of 15 participants completed the participant journal after their interview or focus
group session. Each participant added additional insightful feedback to the five open-ended
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questions. Each participant was given a link to a Google Form to complete the five openended questions. The participants were given directives to complete the Google Form within
a week's time frame. They could complete a question daily or as they saw fit.
The progression and formulation of the highlighted codes within this study originated
from the identified codes found within the interviews, focus group, and participants' journal
data. The coding process began with the written transcription of the interview and focus
group sessions. The data were then dissected and read numerous times to observe identical
wording and phrasing throughout the respondents' replies. The commonalities helped form
the codes. The NVivo qualitative data-analysis computer software program helped organize,
analyze, and uncover findings within the participant interview, focus group, and journal
transcriptions.
Through the process of data analysis, varying themes arose and were derived from
different codes found throughout the participants' interviews, the focus group session, and
journal entries. Four unique themes emerged from the analysis; teachers' perceptions of
bullying, teachers' perceptions of available resources, teachers' perceptions of district and
campus initiatives, and teachers' perceptions of unintended bullying perpetration. Theme one
highlights teachers' beliefs and perceptions of the barriers associated with the bullying of
students with disabilities. Theme two expresses the teacher participants' insight into the
available resources to better fight bullying against students with disabilities. Theme three
sheds light on the current bullying initiatives and policies currently in place to empower the
fight against bullying, especially related to students with disabilities. Theme four highlights
teachers' thoughts related to the possible unintended bullying acts towards students with
disabilities. The four themes have been emphasized further through Table 2.
Discussed will be the themes and their related sub-themes, expressing the participants'
views using their voice or quotes. The highlighted themes coincided with and supported the
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research questions. Answering the research questions in conjunction with the themes
unearthed the perceptions, understandings, and knowledge concerning the interventions used
for bullied students with disabilities. The following research questions guided this study:
RQ 1: What do teachers perceive to be the needs of students with disabilities who
are bullied?
RQ 2: What resources and supports do teachers gather to obtain ideas about bullying
intervention for students with disabilities?
RQ 3: What specific interventions are in place to address the issue of bullying for
students with disabilities?
RQ 4: What are teachers' perceptions of the implemented bullying interventions'
results related to students with disabilities?
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Table 3
Identified Themes and Open-Code Frequency
Distinct Themes

Described Sub-Themes
Teachers' views on
bullying definition
discrepancies

Teachers' Perceptions
of Bullying

Teachers' Perceptions
of Available
Resources
Teachers' Perceptions
of District and
Campus Initiatives

Teachers' Perceptions
of Unintended
Bullying
Perpetration

Teachers Overcoming
Barriers

Administrators as
Resources
Counselors as
Resources
Teachers' Knowledgebased Interventions
District Initiatives

Teachers Lack of
Awareness

Codes

Frequency of Codes

▪ Bullying
Defined
▪ Repeated,
Verbal Abuse
▪ Academics and
Testing over
Bullying
▪ Bring
Awareness to
Bullying
▪ Removing
Predispositions
▪ Administrators'
Role

18

▪ Counselor's
Role
▪ Interventions

24

▪ Improving
Bullying
Initiatives
▪ District
Initiatives
▪ Teachers
Bullying
▪ Teachers
Unawareness
▪ Unprepared for
Bullying

25

10
31

34

35
17

82

42
32

26

25

The analysis process for this study led to the codes and themes found within Table 3.
The codes and themes were associated with the teacher perspectives found throughout the
interviews, focus group session, and participant journals. The corresponding research
questions related to each theme are mentioned in the following section and highlighted in
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Table 4
Research Questions and Associated Themes
Research Questions
RQ 1: What do teachers perceive to be the
needs of students with disabilities who
are bullied?
RQ 2: What resources and supports do
teachers gather to obtain ideas about
bullying intervention for students with
disabilities?

Associated Themes
Teachers' Perceptions of Bullying
Teachers' Perceptions of Unintended
Bullying Perpetration
Teachers' Perceptions of Available
Resources

RQ 3: What specific interventions are in
place to address bullying for students with
disabilities?

Teachers' Perceptions of District and
Campus Initiatives

RQ 4: What are teachers' perceptions of the
implemented bullying interventions' results
related to students with disabilities?

Teachers' Perceptions of Bullying
Teachers' Perceptions of Unintended
Bullying Perpetration

Theme One: Teachers' Perceptions of Bullying
Data dissected from the study's interviews, focus group session, and participant
journals led to theme one, teacher perceptions of bullying. The teacher participants gave a
detailed account of their definition of bullying, formed from their understanding and
knowledge about the subject matter. Many of the teacher participants within this study
brought to light a specific need of victimized students with disabilities which is the need for
teachers to have a more precise definition of the term bullying, equipping them to better fight
against the phenomenon of bullying. To enhance theme one, teachers’ perceptions of
bullying, teachers also discussed the need to overcome prior biases related to bullying in
general. The following sub-themes detail the descriptive accounts of the teacher participants’
views regarding these highlighted items.
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Teachers' views on bullying definition discrepancies. Each participant gave their
description of the word bullying. Six of the 15 participants categorized bullying as being
repeated, physical, or verbal abuse. Chrissy stated:
I define it as basically anytime a student is being targeted over multiple times. I feel
like bullying is when a child, and it doesn't have to come from a child, it can come
from an adult. It can come from, you know, a parent, anyone that's just repeatedly
causing an emotional disturbance with that person or that student. So that's how I
define bullying.
Katie suggested that bullying consists of, "Repeated, physical or verbal abuse, from one
student to another. Repeated being the keyword. Like over and over again." Mary stated, "It
is usual hands-on and verbal." Sally advised, "I would define bullying as the repeated act
that's meant to harm, intimidate, humiliate, shame, and coerce someone who may appear to
be weaker than the abuser." Anna continues with the same line of thinking and specified,
The first word that comes to my mind is that repetitive behavior where you are trying
to hurt someone that might be seen as weaker than you and as just kind of like a
relationship of power, powerful versus weaker, and it's not a healthy relationship.
Through participant interactions discovered was the fact that bullying includes seeing the
victim as a weaker vessel. Lila stated, "I define bullying as an act in which one preys upon
someone who is weaker in subtle ways, sometimes more obvious ways. It could be verbal. It
could actually be violence." Anthony stated that bullying occurs, "When somebody is unkind
or picks on somebody or singles out somebody based on just something about them, you
know and is unkind, is unkind and mean." Katie specified, "That's the word I was going to
use is belittling someone just because they're, they may be different in some way." Leah
continued with her view of bullying and suggested:
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I think bullying can be a number of things. I think it can be verbal, physical, mental,
and any of these things that are stressful, unwanted, definitely unwanted things.
Anytime a student is bullied, it is probably because somebody has said something, or
done something, or made them feel a certain way, uncomfortable, an uncomfortable
feeling.
Teachers' overcoming barriers. Along with defining bullying, how one
distinguishes what bullying looks like in general is essential. Teachers' biases regarding
bullying assists with playing a pivotal role in how they intervene in bullying situations. Barb
illustrated this suggestion in the following:
Depend on how you would, you think a bully is and how you deal with bullies is how
you act or treat other people. Bullying to me is not very high on my priority list, for I
think I know how to deal with bullying. When they come to you saying I'm being
bullied, me, I'm going to nip it in the bud. I'm not going to sit there and not going to
say pacify the situation.
Anthony continued by suggesting that teachers' views can play a role in them not actively
intervening in bullying episodes, "Resistance comes from teachers and what is bullying.
People define it differently." Chrissy suggested, "I think it really comes down to the
definition, and then there's just the perspective, on the whole, whole situation or the whole
problem itself." Katie expressed that the way that she views certain situations about bullying
may very well be different from the way her students may interpret bullying situations:
I definitely think how children perceive things and how like, I my age would perceive
something could be very different, and I am very aware of children being very, very
different. And I am very aware of children being very sensitive about how they're
treated and especially the word bullying because they heard it so much.
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Leah discussed how her prior biases concerning bullying motivate her to be more proactive
and concerned about bullying situations:
Yes, that's always, it can be a determining factor, maybe because I've dealt with
bullying on a personal level. I probably would take it more seriously than a teacher
who has not, might can't empathize with kids, also been where they are. So, it's easier
for me to pick up, "Oh, no, that could turn into something." If you are feeling an adult
or adult, that kind of looks at the inside, not just, oh, that was just a little comment.
They didn't know; let's address it right now, let's get everybody, and let's squash it.
Make sure everything is okay. How did it make you feel? You know, a lot of, some
teachers don't have time to find out how it feels. No, I can't say I see; I'm speaking for
my school, I can't see any resistance per se, but I still think there are some that don't
take it serious as others.
Theme Two: Teachers' Perceptions of Available Resources
Teacher participants expressed their knowledge and understanding related to the
available resources to combat the issue of bullying. Many of the teacher participants referred
to their school's counselors and administrators as crucial resources that aid them with acting
against the bullying phenomenon. Below is a depiction of their narrative accounts of
counselors and administrators as essential resources.
Administration team as resources. Participants viewed their administration team as
valuable resources that they could turn to when combating bullying. Mary specified a
particular program that her principal and assistant principal implemented to promote
brotherhood amongst the young men found throughout their school building:
Well, at our campus, they really have a good handle on it. We have a good principal
and a good AP. No, I know Boy's Town. Our principal, he has a group where he
meets with the boys, and they call it Boy's Town. It's a lot of positive reinforcement
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and just building that brotherhood together, teaching them how to be a young man.
That's what our principal and a couple of the male teachers, they meet the students
once a week, and they call it Boy's Town. So, they try to build their character. The
principal and counselors can't do it all by themselves.
Abagail suggested through her participant journal that administrators are open and valued,
"Intervention policies are highly valued in our campus. There is an open communication
between administration, counselor, and teachers in regards to intervention policies." Mary
provided a depiction of how her leader created collaborative teams to aid with the
management of the student body, "We have an awesome leader that has created a team to
collaborate with teachers regarding classroom management and student engagement. Mary
followed up by providing an account of her belief concerning the role of both the
administration team and counselors, "After that, counselors and administrators are the
designated personnel to handle bullying issues."
Counselors as resources. Counselors were also mentioned as prominent figures
when discussing positive resources within our schools. Many participants highlighted that
they value their counselors and often look towards them when bullying issues arise. Anthony
stated, "Well, I think the principal and the administration, and the counselor would be one
resource. The counseling department is another resource." Sally highlighted several intricate
details of how the counselor in her institution is an invaluable resource to her:
Specifically, I'm going to say our counselor, our counselor will come in, and she will
do, what do you call them? I'm getting old. Forget my word. She does, oh my gosh,
I had my word. What is it called? Guidance. A guidance session. And if there has
been, like, okay, say I've emailed her Ms. "T," I need a bullying guidance lesson. Can
you please come in and just talk with my class? And so, she'll come in and show you
like, um, she'll gather them all together, and she'll do like a discussion part. First,
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they'll just address the topic, and then there might be a video, or an activity or roleplay, or just something. So, the kids can just see different ways they could deal with
ways to prevent it or what to do if there is a bullying incident because we always
teach them not to tattle, but with that, okay, would that be a tattle or a report?
Anna stated, "The counselor, you know, that counselor during our professional development,
has created several presentations and trainings to help us deal with, you know, bullying in
and at school." Lila gave additional insight to some of the roles that counselors play by
stating:
Yeah, I would say that the counselor values the bullying policies, and I know our
counselor; she does small groups of like session type groups with children to diminish
bullying and handle cases that occur. Absolutely. But you know what? The other
thing. No, our counselors do a pretty good job on our campus. Our counselors are
handling that pretty good. They really are. But, like I say, I think our counselors do a
great job. I mean, they get in there, they pull those kids in, and they talk to them.
They do the group time or whatever their guidance time, and they really make it
interesting, and they make it child friendly. You know, a level where they can
understand it. So, they're not talking over their head, and I'm thinking they're making
them feel comfortable because they do say you come see me anytime. Yes, because
during our staff meetings, our counselors, they come in there, and they especially,
there's been an incident or a serious incident, and they're like, hey, this is what we've
gotta do. Don't do this, do this. Our counselors are just, they're just great. I just, I
don't know why I'm singing their praises. I mean, they're not paying me or anything.
They really are. This is now, like I say at my school, we've got counselors that are on
it. You know, I don't know about other schools, but our counselors are on it,
especially with the bullying.

128
Sally detailed how she incorporates the counselor with the Restorative Practices initiative to
combat bullying episodes:
So, I guess our main resources would be Restorative Practices and our counselor. So,
Restorative Practices again. Um, just using our counselor, making sure that if we are,
if the LINK students are involved in other activities, that we're doing, that we're
treating, like a member of our family, our classrooms, our family and that we're just
taking care of one another.
Chrissy highlighted the fact that her counselor is the primary source of bullying intervention
instead of the process being school-wide:
No, I feel like every case has been handled by, you know, case by case. And I just
like our counselor, it’s kind of really thrown on our counselor when I feel like it needs
to be a whole-school aspect and a whole-school approach. Like, I’ve asked for us to
have like, provide like a PBS kind of situation, you know, a positive behavior
intervention system or something, and we don’t have that.
Cathy expressed how the counselor helps with developing relationships with students to
foster trust:
I think the counselor does a great job of, you know if she hears somebody come.
Like, for example, me, like if I have to tell her, hey, you know, this is what’s going
on, I feel like something’s wrong here. She does a really great, great job of calling
that the person in and you know, not making them feel like interrogated or you know
like somebody is just like trying to get things out of them, but more, how can I say it?
You know, just like in a friendlier manner. Just like, to be able to talk to them and
make them understand, hey, we can’t do this kind of stuff, you know.
Abigail specified that her counselor elicits the strategy of small groups to aid with bullying
intervention:
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And I also know that she had been doing the little small groups with the children, and
she was working with whatever suggestions we gave her as far as what needed to be
addressed with a particular group of students. So, she was pulling them out, and I felt
that was helpful.
Theme Three: Teachers' Perceptions of District and Campus Initiatives
Participants in this study detailed several different initiatives and strategies utilized
throughout the Wise Independent School District. Teachers highlighted retrieved initiatives
from the district level, and personal strategies pulled from their respective arsenals. Below is
a detailed account of those initiatives, district and campus-wide.
District initiatives. Wise Independent School District offers some prevention and
remediation strategies and programs to aid with bullying. The various data collection
protocols used during this study allowed for those varying initiatives to be highlighted.
Anthony gave his understandings and perceptions that added to this theme by suggesting:
I think you know we're a Common-Sense certified school which talks a lot about
digital citizenship. So, you're talking about online cyberbullying and students
interacting with each other and how to do that in a positive manner. So, I think that's
something we should be proud of that took a lot of coordination to get all our third
through fifth-grade teachers to conduct lessons the same week. And then, to get the
students online participating in these online classes and games and all of these things
to allow them to facilitate the lessons in the learning for that. So, I think that's it was
pretty big. We've got that for two years. It goes out in 2021.
Chrissy highlighted additional initiatives presented by the district that she was aware of,
"Why, I did take a class over the summer. I think it's called, it was like, "Don't Step on My
Lego" or something." Erin detailed that through the Physical Education Department; there
are additional initiatives, "Yeah, so you're saying whether, now we with PE, we have more,
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what's it called, in-depth training on working with students with disabilities. But that's only
district-level, not at the campus level, you know what I'm saying?" Lila continued to add to
this theme by providing additional insight into various available pieces of training that she
understood to occur at least once yearly every school year:
Well, we have training, yearly training to identify or educate teachers and faculty
members about the characteristics of what bullying looks like. What, how to identify
it, how to address it. No, training is just general bullying. There are yearly trainings,
but there is nothing specific to students with disabilities.
Anthony advised of additional district and campus bullying initiatives:
I think we just really do; we just follow the district initiative. What is that? My
goodness, the name escapes me right now, but you know when we have all the posters
up and around campus. Yeah, we don't set anything up, and the district doesn't have
anything.
Additionally, brought to light was that anything related to bullying intervention within most
schools was related to bullying in general and did not specifically highlight any intervention
policies to combat bullying among students with disabilities. Erin suggested his overall
thoughts concerning specific interventions found within his school that address the issue of
bullying:
Well, some of us, maybe everybody, I know, I took what's it called, Restorative
Practices training, which is supposed to help with bullying, but I'm not sure how many
people got it. And since our school is half new this year, then I don't know who has it,
probably not many. Well, Restorative Practices, which includes, you know, the
respect agreements and all that. I know as the respect agreement, you know it, not
everybody is exactly like me. However, they all should be treated like me, you know.
So, you don't like at the elementary level, you don't call out, "hey, we will respect
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these people, these people, these people, these people, oh and these special friends
down the hall." We respect them as well. If it's ever an issue, I call it out, but I don't
think it's like written.
Katie added her additional thoughts:
Um, no. The only other thing that we had PD on is Restorative Practices, and that
was like a choice that I made over the summer to take that. I feel like whenever they
would go and see our assistant principal, it was kind of more of the PBIS. But not
anything out of the ordinary or exceptional.
Sally suggested that the concept of Restorative Practices has been a tool that she has used
with her students to combat bullying over the last five years:
So, I know. Okay, so this is my seventh year. So, I think around my fifth year, we
were introduced to the Restorative Practices, and you know that is the circle time,
where we come together at the beginning of the classroom, at the beginning of the
class, and we just talk about, like, just different topics. Like just checking in how your
engines are running red, green, or blue. Um, if there are, like okay, let's just use
bullying, for example. So, we will call bullying maybe a red circle because we have
different types of circles. Green circles, you know, green good, yellow, like warning.
And so, we would probably have a red circle related to a bullying incident. Okay, and
we would just talk about just ways to deal with that, like, specific instances, how we
handle it. What would be some other preventative measures? What could we have
done differently? So, we would use, so I guess our main resource would be the
Restorative Practices.
Leah provided a different perspective related to the offered bullying training offered through
the district:
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Okay, okay, I think "Wise Independent District" is getting it. You know, because the
equity, the social, emotional, and the equity department that you know they're; I think
they need to come on home with it and make sure that the teachers are on board with
it and make it happen. Like this week during our training, I know there's going to be
some of that, that training included, but you can't do it just one time.
Anna suggested her understanding of different pieces of training and strategies available to
all through the district:
Yes, frameworks. I mean, you know, it's there. You know, they're telling you this is
what you're going to be doing. And now they're changing it, not the First Five, but
the first something else. Just like you want to do it throughout the year, not just the
first five days of the school year. So, I actually took a training over the summer that
is titled, "What's the big deal about the First Five? And they gave us videos and
resources. I actually bought a couple of the books that they recommended.
Improving bullying initiatives. Besides highlighting the available district initiatives,
participants also expressed various improvements that the district could implement to
improve upon the current anti-bullying campaign that the district has evoked. Anna specified
that although there are some available resources currently that lend themselves to enhancing
the phenomenon of bullying, there is not, however, anything explicitly created to battle the
issue of bullying of students with disabilities on her specific campus:
Not really. I mean, intervention behavior-wise, not. I mean, we have a class
specifically for autistic kids, but, you know, related to bullying or behavior, you know
we don't. We've kind of follow the same rules and procedures for everyone. We don't
have specific; I know other schools have very specific behavior plans.
Sally expressed similar sentiments regarding the lack of specific professional development or
resources concerning aiding the bullied student with disabilities:
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Okay, so, honestly, I really, I'm not aware of any specific PD's related for bullying
against students with disabilities. The one that comes to mind is just Restorative
Practices again. Okay, I'm just probably gonna say that 800 million times, but that's
like the best one, which in itself provides training to help the teacher and the student
build better relationships with one another. And doing this is a great practice for
preventing bullying incidents. Just the Restorative Practices again. It's just a great
preventative measure to prevent bullying.
Anthony expressed his views related to the lack of training geared toward the social and
emotional development of our students from his perspective as a school librarian:
I think a couple of things. I think just the reason I say this is because I experienced it
from the librarian world. We’re not classroom instruction. We don’t affect STAAR
scores, the state standards, and are in our rating, directly, and so administration from
downtown throws all of that stuff to the back. And you have a faculty like if you have
training at the beginning of school, and if you have five days of training, you might
have 30 minutes where the counselor gets to talk about something. You know, and
maybe 10 minutes from the librarian. They’re so focused on academics. They don’t
see how these things are tied to academics.
Barb continued by highlighting the need to improve upon the district’s training opportunities
related to bullying prevention:
Teach them how to deal with it. We need to have better trainings than these thirtyminute trainings. There needs to be an intense training on bullying. How do you talk
to students, and maybe the adults need to get over their own fear of being bullied.
You come across a student, say they’re being bullied. First, you are going to rely on
is, oh, I was bullied when I was younger. No, your bullying was in 1939. It’s not the
same as being bullied in 2020.
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Chrissy acknowledged that the district still needs to improve upon its implementation of
interventions geared towards addressing the issue of bullying amongst students with
disabilities:
It's very evident that we do have a problem, but there is absolutely no guidance, and it
might be more schools. I'm sure there are some schools that are handling it well. It's
just there are many others that are not. I personally do not think we even have an
intervention in place. I've actually suggested that we get something put in place
because we've, I've seen, I mean, I've seen it worse on other campuses. But I do feel
like we need something, and we don't. We don't have anything in place right now.
But I mean, I don't remember specifically like things jumping out at me. But then
again, I might have missed it, but at school, no, there's nothing, there's nothing like an
article that's sent every now and then, hey, you should read this. None of that
happens, no.
Sue stated, "Providing students a safe and comfortable classroom setting is my motivation.
All students are valued because they all matter. There is little training or marketed
opportunities for general classroom teachers to attend. Most trainings are targeted to SPED
teachers." Barb continued with the sentiment that there are not any specific pieces of training
geared to arm teachers on how to better intervene against bullying towards students with
disabilities:
We do have a flyer on a bullying hotline. But of course, we have to report it to the
counselor first. And if we feel like the counselor is not handling the situation, there is
an anonymous bullying hotline we can call. There are some things in place for
intervention, but I am not sure if there's anything in place for bullying. I know it's in
place for academic instruction. But I don't know if there's anything in place for
bullying.
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Teachers continued to lend their knowledge and perceptions of the possible improvements
needed to enhance and better promote the bullying initiatives and policies currently in place.
Katie voiced her insight regarding possible enhancements:
Yeah, I mean. I definitely think that it, the district, I don't know. I feel like the
district could take more opportunities on a whole lot of things. I don't know if
it's just because we're such a huge district. Do you know what I'm saying? I mean,
it's like with Restorative Practices, it you know, it's like you always start off the
school year strong and then especially if you're an F campus, then it's like there's no,
you can't focus on anything except for that test, and that brings on the stress.
Melissa gave her perception regarding possible items to include in the revision of district and
campus policies related to bullying:
I'd say, special speakers. I don't think we do enough auditorium. I think we've lost
the auditorium. We have instructional time. But, oh my goodness, sometimes that
can be powerful, and I don't mean just somebody up there talking about it. I mean to
have some people that are actually special needs that have decided to use that
platform to share what they can and can't do.
Kat continued with providing her thoughts as it relates to extending and providing auditorium
time as suggested by Melissa:
I mean, there's a lot of people who have that are very successful, and to have
someone come and share that with those kids, especially if those are the ones feeling
like, you know, they're being bullied. That would be great.
Abigail added her insight related to improving the current state of the district initiatives
related to improving bullying by suggesting the incorporation of team building activities:
I'm thinking of like, like us as teachers; we do like team building activities to, you
know, to get to know each other better, to come to communicate, but I think that will
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benefit kids too. And I think it will be something that will be like outside instructional
time. So, like, more like not so structured but, more like, you know, like we do when
we do field day. I mean, that's an opportunity for them to work as a team. And I
think just putting more emphasis on that, on team building activities, or maybe even
like having the older kids like a big brother, perhaps, so that lower grades, they have
someone to go to and have opportunities for them to talk to each other, the little ones
with the older ones. I think that would be beneficial too.
Sue provided invaluable input and suggested that mentoring would enhance the currently
implemented initiatives, "I was thinking about that like mentoring, like having an older
student talk to the younger students. The idea of having speakers is awesome. I think it's
very beneficial not only to them but to everyone." Lila highlighted how district officials must
know the importance of employing prevention and intervention strategies too, "First, it needs
to be brought to the administrator's attention that you know', the decision-makers. You know
that it is the priority. I don't know why it's not a priority, or we don't need to know." Mary
provided her observations and stated, "They need the parents on board. The students on
board. The teachers on board. Not the teachers that want to turn their back and say, "Oh, it's
not my problem anymore. It is my lunchtime, you know?" Anna also provided her thoughts
and specified:
Something that I would love and I miss is the fact that I know other administrations
involve teachers on this type of plan. I miss that. I would like to have a word on that.
You know, just shout my opinion. And, you know, make a plan that involves
teachers, ideas, and thoughts. I think I miss that because I think if you involve
teachers in the decision-making, we're going to follow through even more. You know,
because we feel empowered. We were one part of this decision. So now we have to
follow up with expectations. And really, that's something that I miss, like feeling that
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I'm having the opportunity to share my thoughts. And in that, they count towards
decisions for, you know, behavior and bullying.
Leah verbalized that providing sensitivity training would be a great start to helping teachers
better perceive and understand the needs of students with disabilities:
Well, and so I think those teachers may need some training, some sensitivity training,
or something to help them understand from a child's perspective how they're feeling
from a child who's either been abused or who's being bullied. You've got to kind of
put yourself in their shoes to see, to really see, to really get it. If you haven't been
there, if you know, it is hard to just understand without going through some type of
training. You know or an incident. You have to kind of give them more than that
because all this week they are going to. I receive all this training. You think they are
going to remember all of that? No, still you know, either every six-weeks or two or
three times a year of something to help those who don't really get it. I think I'm
hoping that there's more sensitivity training for teachers about dyslexic students since
most, I think we have more dyslexic students than any other type of students with
disabilities. So, but I just hope every school is doing that and taking things seriously,
and I know they're hopefully, they're taking the bullying seriously too. And just make
sure they understand all the teachers; all the teachers, even PE teachers, need to
understand that bullying, it is not always what you think it is.
Lila stated, "So, to me, as a campus as a whole, we have to teach children about having that
empathy and sympathy and, you know, just knowing how to accept others' differences."
Barb specified the need for a universal definition of the word bullying:
That's the first thing I think that needs to be a district-wide definition of bullying.
There needs to be a true example of bullying. Somebody talking about me behind my
back, it's not bullying. So I think there needs to be a district-wide definition to
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bullying. I think if I take away your personal background information on it and use
what we say, this is bullying. Yes, get a uniform definition of bullying, have a more
intense PD on bullying. Have us teach our students how to disconnect from
technology. We have to give our children some kind of ammunition to how to deal
with it.
Teachers' knowledge-based interventions. Many teacher participants expressed
that they use various strategies from their arsenal to combat bullying situations. Many voiced
the lack of available policies provided to them through the district and campus. Various
participants detailed the many different strategies that have aided them over their teaching
tenure. Melissa advised, "Give it back. How would that make you feel if someone said that
to you?" Katie discussed the intervention tactics that she practices within her data analysis
position:
Usually, in my position, I mean, it will be like a kid just walking by my office or
something. Who will be like so and so said this to me or whatever, and they're upset
crying about it. And, you know, by the time I see them. I don't even know who the
kid was or what. So usually, I'm trying to like build up the victim. You know, and
usually, once I explain, you know, that sometimes, you know, you can't let somebody
like that tear you down because you know that that's a lie and you're better than that.
And so, you just need to hold yourself with confidence and lift your head high. That
kind of thing. So, that's really the experience I've had here at "O."
Abigail leads her students to envision how the other student might feel and imagine the other
person's mindset:
That's kind of how I also tried to intervene as far as if I see something or I hear
something, is by telling them, how would you feel? How would you feel someone if
someone calls you by a name that's not your name? Because you have a name and
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that it's not, I mean, that's not nice. And just having them, you know, get in the other
person's shoes, and I think with Pre-K, I think it's that they're little, but they
understand, and I've noticed that really improves their behavior.
Melissa suggested that a common affirmation that is known by all students, because it is
recited daily, has been an excellent way for students to be reminded about how they should
respect and treat others:
Well, we say our student affirmation every morning, which just talks about how we're,
you know, when we remember what it is, we are safe, organized, and respectful. All
those words that hopefully will tell them what your character is and how they're
supposed to be treating their fellow classmates.
Cathy highlighted a strategic tactic that consists of being vigilant and aware. Especially
during times when bullying happens the most, such as during the students' recess time:
Yeah, it is; I mean, you would have to step in as an adult, you know, and just say
something. It's those times where it's not as structured. I think, and or at least the
adults, are not aware of what's really going on in those small groups. So, I mean, I
always thought, you know, it's really important just to monitor and try to walk around
and see what's going on, even be nosy, if that's what you want to call it. But I would,
and I would like, hey, what are you talking about? They would look at me like,
"What, what do you want?" I want to know everything. But you know, it's important
because if you don't do it, then that's when they start doing all the bickering and, you
know, all the bullying. I think what Miss Sue is saying, just you know, having a
circle time in the morning; I think it's important so that they're able to express
themselves and then you as an educator, you can figure out, I mean, knowing your
kids, you'll, you'll learn to, you know, pinpoint, oh, my goodness, something's wrong
here. Something's really serious. You know this student is at risk. Let's do something
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about it. I mean, if the communication is not there and you're so focused on, let's do
these assignments and, you need to really sit down and just kind of communicate with
those kids, I think. And I think like Miss Sue is saying in the mornings, perfect time
or any time before you leave. How are you guys feeling? You know, just kind of
throw it out there. I don't know, just building relationships.
Lila models positive characteristics traits for students to exemplify as a strategy to prevent
bullying:
I have implemented and modeled how to give grace and empathy to individuals who
are different than me. For example, a student may read slower than the others in a
group. I model how to have patience with that individual and require the students to
do the same.
Theme Four: Teachers' Perceptions of Unintended Bullying Perpetration
Many of the teacher participants expressed the belief about what is going on inside
and around their perspective schools and district. A sentiment found through several of the
teachers' responses was that teachers themselves commit victimization acts towards their
students. Various participants also suggested a lack of awareness concerning bullying in
general and the need for further intervention and prevention initiatives. Brought to light was
the fact that there is a fundamental lack of understanding concerning the phenomenon of
bullying. Participants also expressed that teachers are unprepared, which might also lead to
the unintended bullying of some students.
Teacher participants highlighted through this theme the fact that educators might
themselves be committing bullying acts unintentionally. Anthony highlighted how teachers
might unintentionally be bullying perpetrators themselves:
They're looking for a place that's safe. I mean, let's be honest, some teachers even
bully themselves. I don't think we have a problem here at "O," but I sure been at
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campuses where they do. And we facilitate that by saying in class, "A," it's time to go
down to dyslexia or "A," your special ed teacher is here. You know we announced it
to the whole class, and really if you think about that, when we do that, were not
following privacy guidelines you know. I mean, because that's really supposed to be
between the teacher, the student, and their parents. Only people that have it need to
know, and when we advertise it to the whole class, we have put a target on their back.
Sally suggested educators lack of awareness and understanding about their own biases
interferes with their ability to intervene effectively in bullying occurrences and produces
unintentional bullying as well:
Yes, because to me, anytime a student is feeling like picked on or scared, or just
anxious about another, something, another student is saying or doing to them, like
some teachers will be like, "Well, you need not be so sensitive." Yeah, I heard that a
lot; you need to not be so sensitive or just tell them to stop. Or, um, they just kind of
just blow it off. So, I would say that, I'm not saying that anybody would do that, but
I'm just saying that some people's views would be to just well, it's not that serious.
Leah stated that some teachers lack the understanding of how severe their actions and words
can be:
If you are feeling an adult or adult, that kind of looks at the inside, not just, oh, that
was just a little comment. They didn't, no, let's address it right now, let's get
everybody, and let's squash it. Make it, make sure everything okay. How did it make
you feel, you know? A lot of some teachers don't have time to find out how it feels.
No, I can't say I see. Speaking from my school, I can't see any resistance per se, but I
still think some that don't take it seriously as others. It can be even subtle things
going on. You know, I mean, because kids are failing, they are internalizing things.
You know, watch what you say. Watch how you say it. It's okay to be firm. But
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don't, don't hurt their ego. Help, help them, you know, you're supposed to be building
them up, their esteem, build it up rather than tearing it down.
Unprepared for bullying. Participants brought to light that there is a need to be
proactive and better prepared for bullying against students with disabilities. Chrissy
highlighted the need to address the issue found in many schools:
It's very evident that we do have a problem, but there is absolutely no guidance, and it
might be more schools. I'm sure there are some schools that are handling it well. It's
just that there are many others that are not.
Kat highlighted that teachers have a lot of things on their plate, and this might be a factor in
their lack of unpreparedness, suggesting:
But there's also that pressure that teachers feel to get all this, these things done, not
able to pay attention to that and it, you know, I guess I don't know, it seems like,
maybe it is just a problem at our school, but I would think it's probably more districtwide where we don't feel like we have the freedom to spend more time doing those
kinds of things.
Sue continued,
Exactly, time management. I feel, you know, the district's one to gear up or pull up all
these initiatives for our classroom, but I feel like we need extra help. Like you
mentioned that time management. There's just so much within a day that you can do
or even a week of that, because, like I said, I try to do it two times a week, but even
then, it was hard I feel like to be an active listener. Just listening to the student was
awesome. But there's just so much you can do having those resources.
Mary said, "No, we don't have any resources. They just tell us at the beginning of the year,
which we didn't have this year.” Sally suggested that one being unprepared could be due to
resistance:
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But I would say any resistance about like, policies and initiatives, will just be time.
Just trying to fit, fit that into our core subjects, especially being in a STAAR grade.
You know that's usually the focus. So, I would just say trying to fit those practices
into a regular school, like when can we do that? The most obvious time would be, I
would say, probably like in a PD. So, I guess the resistance would be trying to
manage it time wise.
Anthony continued with suggesting the issue of resistance and the many other possible
factors preventing the effectiveness of any bullying initiative:
I would say the resistance is not from the administration. I think they are very open to
anything. I think the resistance comes from teachers and what bullying is. People
define it differently. I'm gonna be honest. I don't think the staff fully; I mean they're
overloaded with stuff, and I mean on a normal year, they feel loaded with stuff, and I
understand. I don't think they understand Restorative Practices. I also think we don't
have consequences for students that do bully and participate or let me go back and say
not for students that are consistently bullying others. Yeah, and we don't set anything
up, and the district doesn't have anything. I don't think they may have, but it hasn't
been communicated to us. I know this. I see the same thing; you know. I mean the
students that I see all the time in the library. They tend to be the ones trying to get out
of class, and I think on top of that, there's no discussion on students with disabilities
and how they are targeted by other kids, and how we facilitate that. I don't know
what's out there, and that says everything.
Lila suggested that training primarily is offered and completed at the beginning of the school
year:
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Now that you have bought it to my attention, it is not something that is spoken of at
all. After we do the yearly training, I don't think that it's ever brought up again, to be
honest. Unless you have an isolated situation in your classroom, and that's it.
Lack of awareness. Many participants expressed their concern for the need for
stakeholders to be more proactive and aware of bullying and its potential outcome. Teacher
participants expressed, directly and indirectly, the lack of knowledge about the interventions
available to them and the possible bullying occurring within their schools. Numerous
articulated that they were aware of potential safeguards and preventions against bullying for
students who may physically exhibit characteristics associated with disabilities, but for
students who may not show such characteristics, teachers are not so sure. Awareness of the
various behaviors related to students with disabilities is needed by all educators ( Rose &
Monda-Amaya, 2012).
Barb specified her unawareness of the available interventions for bullying within her
school, "Intervention, I don't think we have any. Let me rephrase it. I don't know if we have
any intervention for bullying because I have never got to the point where I had to report
bullying." Chrissy expressed her concern for the lack of awareness for the need for specific
interventions for bullying:
Yes, like I don't feel like everybody at the school sees the same issues that I see, I
guess. I tried to bring it up to other colleagues, and I don't feel like it's a big deal, and
then I also feel like some colleagues don't understand that the way that they handle
situations can come off ass possibly bullying. Especially our students who have
special needs or you know they're labeled with something. Like, I just don't
understand why, or maybe not even labeled like the ones that you know should be
labeled and maybe aren't, and actually those are ones that seem to get caught up in
some of that. So, yeah, I'm not trying to put my school down.
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Erin highlighted the lack of attention placed on prevention and intervention methods about
bullying:
I'd say not really. I mean, unfortunately and fortunately, it has not been like a high
priority in our school. Like everything in this world, awareness goes a long way, but
as with most things, that wasn't a priority because it doesn't matter to our campus
ranking.
Cathy depicted her current knowledge and lack of awareness concerning bullying occurring
within her school as it relates to bullying of students with disabilities:
I don't think it's happening. I don't see it happening. I haven't observed it myself.
But the LINK students, that's different, that they have more severe disabilities. I don't
think it is as obvious, I guess. I'm not sure, but they or I just communicate within
themselves; you know they don't, I don't think. I don't see it. I've never seen it. But
then again, it's only been my first year.
Cathy continued by highlighting the lack of awareness that teachers have concerning when
bullying acts are being committed the most:
It's those times where it's not as structured, I think, and or at least the adults are not
aware of what's really going on in those small groups. So, I mean, I always thought,
you know, it is really important just to monitor and try to walk around and see what's
going on, even be nosy. If that's what you want to call it."
Katie informed one of the lack of awareness concerning possible bullying occurring within
her school, as well as the lack of proper protocols being u+sed if it was to occur:
I don't know of any specific bullying problems within our campus, so I can't really say
how the school is handling it. I just feel like as far as it goes within our campus, it's
not a major problem that the teachers are aware of, so I'm not sure how often even the
Restorative Practices is going on regarding bullying.
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Chrissy stated the necessity for ensuring the development of awareness among all
stakeholders:
I think the biggest step is that we need to make awareness of it. You know, just like I
feel like the district is doing a huge initiative for racial injustice, and I think we need
to be more aware. Bringing awareness not only to the faculty and staff but then
bringing awareness to parents. Bringing awareness to students because of the
community, because that's the only way we are going to fix it.
Lena informed one about the unawareness about the possible emotions of some of the
district's African American students:
You know some of our black kids, you know, just may feel that they don't really care
about me or they are just prejudiced or not, that we hear kids say, "Oh, she's just
prejudiced, you know, she's just picking on me."
The following segment is designated to answer each of the research questions, utilizing the
participants' narrative interactions. The themes associated with each question are highlighted
as well.
Research Question Responses
Four distinct research questions guided the development of this study. Research
question one sought to understand the perceptions, beliefs, and understandings of the teacher
participants related to the needs of students with disabilities who are involved in bullying
incidents. Research question two’s purpose was to discover the available resources and
supports that teachers understand to be available to gain better insights and ideas about
bullying interventions for students with disabilities. Research question three delved deeper
into understanding interventions by seeking the teacher participants' knowledge of the
available specific interventions that are in place to address the issue of bullying for students
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with disabilities. Research question four’s intent was to gain the teacher perceptions beliefs
of the results related to the implemented bullying interventions for students with disabilities.
The following segment is designated to answer each of the research questions,
utilizing the participants' narrative interactions. Highlighted as well will be the associated
themes for each question.
Research Question One
Research question one intended to gain teacher perception about their beliefs about
what is needed by the terrorized student with disabilities. The study's participants provided
insight regarding their observations or knowledge concerning students with disabilities
differing needs, and the bullying phenomenon in general. There were many participant
sentiments involving the belief that there are not enough interventions or strategies to combat
bullying related to students with disabilities. Many of the participants mentioned one allinclusive initiative, entitled Restorative Practices. This initiative promotes the development
of students' social and emotional well-being. However, many participants expressed that this
initiative is not specifically geared toward promoting bullying prevention related to students
with special needs. Brought to light was the fact that this initiative's implementation lacks
reliability within many schools.
The intent of research question one was to gain insightful dialogue regarding what
educators perceive as possible needs of students with disabilities regarding bullying. The
participants in this study revealed their thoughts through individual interviews, focus groups,
and participant journals. The themes of teachers' perceptions of bullying and teachers’
perceptions of unintended bullying perpetration helped to divulge the participants' views
related to their perceptions related to the needs of students with disabilities who undergo
bullying episodes. Erin suggested through his participant journal:
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Intervention policies and initiatives are valued, but like most schools, I believe our
order of priorities is mixed up. We put "scores" or "student learning" above safety,
security, and mental health. We all talk about Restorative Practices and anti-bullying
lessons, but let's face it, we are not tested or rated on bullying cases on campus. Do
teachers get reprimanded if they skip a Restorative Circle? Is that on a daily
schedule? I guarantee you, you better not skip small group guided reading.
Kat expressed her views concerning the need to reprioritize our commitments concerning
bullying intervention:
I think time is the biggest challenge we face. Also, there are so many other things that
seem to take priority over the issue of bullying. I don’t even see that opportunities for
changes are even available because, as far as intervention practices, we don’t really
focus on that campus-wide. I would think what happens during the social-emotional
portion of the day is where the teachers have an opportunity to focus on intervention
practices in their classrooms, but unfortunately, that would be something they would
need to make as a priority individually without much guidance because currently, it
seems like we don’t offer much.
Lena quantified through her interview:
You know some of our black kids, you know, just may feel that they don't really care
about me or they are just prejudiced or not, that we hear kids say, "Oh, she's just
prejudiced, you know, she's just picking on me."
Sally detailed focus group interactions suggested the following:
Yes, because to me, anytime a student is feeling like picked on or, or scared, or just
um, just anxious about another, something, another student is saying or doing to them,
like some teachers will be like, "Well, you need not be so sensitive," Yeah, I heard
that a lot, you need to not be so sensitive or just tell them to stop. Or, um, they just
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kind of just blow it off. So, I would say that, I'm not saying that anybody would do
that, but I'm just saying that some people's views would be to just, well, it's not that
serious.
Anthony's interview revealed,
They're looking for a place that's safe. I mean, I mean, let's be honest, some teachers
even bully themselves. I don't think we have a problem here at "O," but I sure been at
campuses where they do. And we facilitate that by saying in class, "A," it's time to go
down to dyslexia or "A" your special ed teacher's here. You know we announced it to
the whole class and really if you think about that, when we do that, were not
following privacy guidelines you know, I mean because that's really supposed to be
between the teacher, the student, and their parents. Only people that have it need to
know, and when we advertise to the whole class, we have put a target on their back.
Research Question Two
What resources and supports do teachers gather to obtain ideas about bullying
intervention for students with disabilities? The vast number of educators who participated in
this study stated that they look more to the administration team for resources and guidance
about bullying. Several participants mentioned that they look towards their administrators for
support and help when confronted with bullying situations. Many participants expressed that
the counselor is an invaluable resource that they look towards to assist them with challenging
bullying issues. However, discovered was that although many look to their administrators
and counselors to improve bullying prevention and interventions, there are still no specific
initiatives that will help alleviate this troubling phenomenon.
Research question two sought to understand the resources and supports available to
the educators within Wise Independent School District and various campuses. The related
theme for this question is teachers’ perceptions of available resources. The participants
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voiced their belief that administrators and counselors are invaluable resources. Sue provided
a thorough response within her participant journal:
Implementing the FWISD Best Practices with your students is key. Teachers and
staff take part in the Best Practices training, are required to teach and model lessons
for students throughout the year. Creating a school-family-community within your
classroom by practicing FWISD Best Practices and social-emotional activities within
the classroom monthly, small group discussions with school's counselors, activities
during specials, and one-on-one meetings with counselors or administration.
Research Question Three
What specific interventions are in place to address the issue of bullying for students
with disabilities? The study's participants highlighted the current lack of interventions to
combat bullying for students with disabilities. Many mentioned that the Restorative Practices
initiative is what they often turn to for aiding with intervening during bullying disputes. The
various strategies suggested by Restorative Practices, such as circle time, allow teachers to
dig deeper and discuss some of the struggles students may have. Circle time is seen more as
a preventive measure concerning the act of bullying. Circle time promotes the ability for the
sense of community to be developed amongst the teacher and students. Although this is a
great start, many participants echoed the need for more. The participants believe that the
district could include more comprehensive measures to assist with bullying. As a district, the
teacher participants felt a need to develop initiatives to address the population that research
suggests is victimized the most. This population consists of our students with disabilities.
Research question three was formulated to obtain knowledge from the research
participants regarding the precise interventions that have been put in place to assist with the
issue of bullying against the student with disabilities. The related theme that supported this
research question included teachers’ perceptions of district and campus initiatives.
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Participants gave great thought and insight into the varying programs, strategies, and
initiatives available to them. Erin provided additional input through a response found within
his participant journal regarding structures that he has placed within his physical education
classes:
The respect agreement helps. However, as a PE teacher, I used to have three simple
agreements, and the students would recite them every day. "I will be respectful. I will
be responsible. I will cooperate." One would think that "I will be respectful" would
cover bullying, but I had to make it more cut and dry. So now my agreements include
a fourth, "This school is not a place for put-downs." I used to try to counsel any type
of put down. If a victim of a put down would come to me, I would try to explain why
this was happening and not to let words bother you, etc. That's a little hard for 2nd
and 3rd graders to understand, so I simply have a Zero Tolerance policy. Any put
down equals a consequence.
Through her participant journal entry, Sue provided a detailed account of interventions used:
In the past, I attempted to have ample opportunities for students to have a voice within
the classroom by having circle time at least two times a week. Within circle time, we
discuss social and emotional issues, problem-solving strategies, a time to share and
build on those relationships, allowing every student to have a voice and making
students aware of other student's interest.
Cathy stated within her participant journal, "Social stories are something that I have always
used in my classroom and will continue to use. I allow students to express themselves
through stories and share their personal feelings with others." Abigail’s participant journal
highlighted additional interventions that she uses within her classroom, “During our morning
circle, we have room for social-emotional learning. We have students commit to kindness.
We model for students different scenarios they might encounter and how to respond to these
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situations.” Through her participant journal, Mary stated, “In my classroom, all of my
students are taught that we are a family. We take care of one another, we speak kind words to
one another, and have no negative thoughts or energy in my classroom.”
Research Question Four
What are teachers' perceptions of the implemented bullying interventions' results
related to students with disabilities? The participants' overall perception regarding the current
implemented bullying and prevention incentives within their schools and district was that
there were not many programs or strategies to mention. This suggestion yielded from the fact
that participants felt the district needed more incentives geared towards bullying in general,
not to mention the need to implement initiatives that focus on the population that research
suggests is bullied the most, students with disabilities. Many participants felt that the
district's current focus revolved around academics and state-mandated testing versus
developing the entire child. The participants felt as if the focus should be on developing the
whole child, including their social, emotional, and academic prowess.
Research question four was established to provide a deeper understanding of the
research participants’ views about the results of the executed bullying interventions, district
and campus level, that aid in combatting bullying against students with disabilities. The
correlating themes included teachers’ perceptions of bullying and teachers’ perceptions of
unintended bullying perpetration. Sue provided an in-depth response to this question through
her participant journal, “A personal challenge when facing bullying intervention is adequate
training. Appropriate training that targets students’ needs and challenges will be beneficial
for teachers, especially those with disabilities. Providing teachers, staff and families
strategies and resources.” Sue specified, “Providing students a safe and comfortable
classroom setting is my motivation. All students are valued because they all matter. There is
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little training or marketed opportunities for general classroom teachers to attend. Most
trainings are targeted to SPED teachers.” Cathy proclaimed:
I'm not sure if I have ever attended any programs on my campus that dealt with
bullying against students with disabilities. I have never heard of such a program at
our school. I strongly believe that we should make a change to have a few throughout
the year.
Lila added through her participant journal:
Currently, intervention policies have not been discussed this school year. I assume
because we are working virtually, topics like bully are not a priority. Intervention
strategies are usually discussed at the beginning of the school year or when a serious
bullying situation arises. Usually, the bullying professional development is required
and only occurs at the beginning of the school year. The PD is advertised through an
email.
Kat highlighted through her participant journal response about the mounting pressures that
affect teachers’ ability to intervene in bullying initiatives effectively:
Interventions are valued to some extent, but I would say other issues are more of a
priority. It seems like once a situation is extreme, then there is a major focus in
intervention with the counselor, but until then, bullying initiatives tend to get pushed
to the side, in my opinion. Teachers feel pressure to get so much done that I don't
think they want to take the time to deal with these issues. So, when it comes to their
attention, they send students to the counselor or to the office.
Abigail suggested within her participant journal, “I have attended faculty development that
focuses on bullying, but not specifically to students with disabilities.” Sally’s participant
journal entry stated:
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I am not aware of any specific PD’s related to bullying against students with
disabilities. The specific PD that comes to mind is Restorative Practices, which in
itself provides training to help the teacher and the student to build better relationships
with one another. By doing so, this is a great practice for preventing bullying
incidents.
Kat continued with the same thoughts concerning the lack of available training surrounding
intervening in the victimization of students with disabilities:
Anything that will help students, especially students with disabilities, feel more
confident about themselves, and help them embrace the differences in others is what
is motivating. A child who walks in confidence is a child who will be successful
because they know they can take on any task and will put forth effort to do so. I’m
not a part of such programs because, as far as I know, they are not available.
Summary
Chapter Four’s purpose was to provide a descriptive account of the narratives
provided by the 15 participants of this study. Within this chapter, the participants were
introduced and provided a pseudonym for disclosure purposes. The data collected through
this qualitative case study’s three various sources of interviews, focus group session, and
participant journals offered a depiction of the perceptions, understandings, and knowledge of
the participants’ perceptions regarding intervention and prevention programs found within
their school and district. The illustrations were specially compiled for garnering information
pertinent to the population of students victimized the most, students with disabilities. The
data analysis process allowed for the dissection of the participants’ thoughts, leading to
detailed, copious descriptions. These descriptions then led to four distinct themes with
varying sub-themes. The four themes included teachers' perception of bullying, available
resources, district and campus initiatives, and unintended bullying perpetration. The data
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unearthed accounts that answered this study’s research questions regarding teachers’
perceptions of the depicted phenomenon. The study’s findings are relevant to better
understanding the intervention and prevention strategies currently used to aid the bullied
student with disabilities according to the individuals who manage the phenomenon daily.
These findings will be discussed and examined in Chapter Five, leading to real-world
implications.
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CHAPTER FIVE: CONCLUSION
Overview
The purpose of this collective case study was to discover, describe, and understand
teachers' perceptions of interventions addressing bullying of students with disabilities in
elementary schools found throughout a large, suburban school district that is in the central
region of the United States. Chapter Five’s intent is to summarize critical factors found
throughout the development of this research project. Firstly, this chapter summarizes the
findings associated with the study’s research questions and participant responses. As
discussed in Chapter Two’s Literature Review, Chapter Five delves into the empirical and
theoretical literature surrounding the phenomenon of bullying prevention and intervention
measures found within schools to better aid victimized students with disabilities. This
chapter discusses Bandura’s (2002) social cognitive theory's theoretical underpinnings,
specifically teacher efficacy. This study’s practical implications are discussed as well.
Explained in detail are the study’s delimitations and limitations regarding the elements that
made up this study’s content, inducing recommendations. The discussion about possible
future recommendations is highlighted. Finally, Chapter Five ends with a comprehensive
summary of the chapter’s materials.
Summary of Findings
The distinct data sources, including the interviews, the focus group session, and
participant journals, developed this study's findings regarding teachers’ perceptions and
beliefs regarding the bullying prevention and intervention resources and strategies available
to combat bullying against students with disabilities. This study sought to investigate the
views, ideas, and understandings of 15 elementary educators. The educators gave a detailed
account of the interpretation of each presented question posed during the interview, focus
group, and through the participant journal. The collection of data through these various
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modes of data collection then led to the data analysis process. Four distinct themes were
discovered by examining the given data from the participants' narrative depictions. The data
collected from all data collection sources were triangulated, ensuring validity occurred. The
study was grounded within four pertinent research questions.
Research Question One
Research question one sought to understand the perceptions, beliefs, and
understandings of the teacher participants related to the varying needs of students with
disabilities who are involved in bullying incidents. The associated themes to this question
were teachers’ perceptions of bullying and unintended bullying perpetration. Also reviewed
were teachers’ understandings related to unintentional bullying and teachers’ unawareness.
Discussed were teachers’ thoughts regarding the definition of bullying, the focus on
academics versus social and emotional development, and the need to bring awareness to
bullying. Numerous teacher participants discussed bullying in general and their thoughts on
what makes up a bullying incident. Many voiced that bullying is a threatening, physical and
mental act against a weaker individual. Others felt that bullying was an unwarranted or
unwanted behavior that is intended to cause psychological or physical harm.
As evident with the various definitions of bullying, participants also expressed a need
for a universal definition of bullying. The thought process behind the need for a definite
description of bullying was that if teachers were on the same page about what bullying is and
what it looks like, teachers would be better prepared to deal with bullying. Additionally,
teacher participants mentioned that currently, the district's focus is on academics versus
putting energy into other aspects that would fully develop a child. For instance, the teacher
participants mentioned the need to develop students' social and emotional factors. Many of
the teacher participants felt that a large portion of the instructional day lent itself to providing
instruction geared towards passing the state-mandated testing. Several participants expressed
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the desire to structure a designated daily time to incorporate their young students' social and
emotional development. Described was that the teachers felt as though there is never enough
time to accomplish the district's expectations. They hoped to provide a structured
intervention and prevention program to help students better work through their emotions.
Expressed also was the need for teachers to become more aware of their actions and
various programs that could alleviate the issue of bullying. Teachers’ lack of awareness
could lead to engaging in bullying perpetration acts themselves. Additionally, many of the
participants expressed their lack of understanding concerning various bullying initiatives
available to them.
Research Question Two
Research question two's purpose was to discover the available resources and
supports that teachers understand to be available to gain better insights and ideas about
bullying interventions for students with disabilities. The theme, teachers' perceptions of
available resources, helped delve deeper into understanding intervention resources by seeking
the teacher participants' knowledge about the specific interventional resources to address
bullying for students with disabilities. The most relevant and discussed resources among the
study’s participants consisted of utilizing the school’s counselor and administration team.
Many educators echoed the sentiment that counselors are a significant resource that they look
towards to help with combatting bullying issues. Counselors were said to have many
resources afforded to them that teachers might not be aware exists. An additional thought
concerning counselors as a resource included their ability to create a unique relationship
between the students that teachers might not otherwise be able to duplicate. Many
participants recalled their ability to call upon the counselor to advise their students via the
whole-group setting or provide individual sessions to attempt to get to the root of the
problem.
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Participants also expressed that they felt that their administration team was another
resource that they could look upon to help combat bullying related to students with
disabilities. Suggested was that unlike some of their colleagues, administrators value the
topic of intervening and preventing bullying. Several teacher participants felt that the
administrators in their buildings were willing to look for various avenues to alleviate bullying
within their schools. Some participants, however, felt that their administration team could be
more sensitive to the topic of bullying, especially as it relates to students with disabilities.
Research Question Three
Research question three sought to discuss the various interventions to address
bullying, primarily related to students with disabilities. The theme, teachers’ perceptions of
district and campus initiatives, aided with answering research question three. Teachers
highlighted varying district initiatives and teacher knowledge-based interventions as well.
Many of the participants discussed a district-wide intervention entitled Restorative Practices,
in addition to using circle time to help promote and encourage the growth of their students'
social and emotional development. Brought to light was the fact that many educators felt that
they did not have ample time to promote this initiative highlighted by the district. Stated was
the detail that most of the available time throughout the instructional day was dedicated to
academics and developing ideas to better aid with promoting concepts associated with the
state test.
The study participants also voiced their desire to have additional campus and district
initiatives at their disposal to better deal with bullying in general, but specifically to deal with
victimization concerning students with disabilities. Many participants felt that they were not
equipped to deal with the bullying phenomenon. Participants expressed that they looked
towards others, such as the counselor, to help them navigate the bullying issue. A vast
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number of the participants voiced their desire to have multiple offerings of training provided
to them to add to their arsenal to better cope with bullying scenarios.
Research Question Four
Research question four delved into the teachers’ perceptions of the implemented
bullying interventions' results, specifically related to students with disabilities. The themes
connected to this question were teachers’ perceptions of bullying and unintended bullying
perpetration. The teachers reviewed the subject matter of teachers' lack of awareness.
Brought to light was the fact that teachers are unaware of their unintentional bullying acts.
Mentioned was the fact that teachers commit offenses that they deem may be warranted, but
in actuality, could be looked upon as being a bullying occurrence. For instance, a teacher
participant explained that when a teacher announces that a student needs to leave to attend
their special education class or that they need to go to dyslexia, that in itself can be seen as
belittling or bullying. Another participant suggested that educators have stated that students
need to get over it or that it is only words concerning hurtful verbalizations or actions aimed
towards them. The teacher participants' perspectives also lead to understanding the need to
bring additional awareness to the fight against bullying of students with disabilities to provide
beneficial intervention results.
Discussion
The purpose of the following section is to highlight the empirical and theoretical
literature found within Chapter Two by providing a detailed connection to the prior research
and this study’s findings. The theoretical literature discussion will be linked to Bandura’s
(2002) social-cognitive theory. The empirical concepts will be discussed as well and tied to
the ideas found throughout the literature. The following discussion will allow one to ascertain
better the teacher participants' perceptions, understandings, and knowledge regarding
bullying related to students with disabilities. The findings associated with the participants’
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views have aided in closing the literature gap concerning teachers' ideas about the available
intervention and prevention tactics within their school and district to alleviate bullying
associated with students with disabilities.
Theoretical Framework
Bandura's (2002) conceptual framework regarding social cognitive theory and teacher
self-efficacy guided this study's scope and sequence. Bandura's (2002) social cognitive
theory suggests that a teacher's belief in their ability to perform specific tasks and reach
varied outcomes is considered a teacher's self-efficacy. Teachers' self-efficacy beliefs are
targeted within an anti-bullying program to develop how particular components of the
program are introduced (Gregus et al., 2017). A teacher's self-efficacy plays a significant
role and is a powerful influencer concerning their behaviors and actions, especially when it
pertains to how they intervene in physical, verbal, or relational bullying circumstances (Yoon
et al., 2016). This study’s participants expressed a lower self-efficacy belief concerning their
ability to intervene in bullying situations appropriately. This fact was even more significant
when discussing intervening in cases of bullying geared towards students with disabilities.
The lower self-efficacy belief came into play because many participants felt they were not
fully equipped to deal with bullying due to their lack of training. Teachers with higher selfefficacy and a sense of moral self are more apt to try new ideas and experiment with new
methods that will better meet the needs of their pupils (Tschannen-Moran & Hoy, 2001), as
well as change dangerous conditions into constructive ones (Delahaij & Van Dam, 2017). A
vast majority of the participants lacked higher self-efficacy, hence their inability to try new
and innovative strategies to combat bullying.
Many previous studies related to teacher self-efficacy were grounded in Bandura's
(2002) social cognitive theory (Khoury-Kassabri, 2012). In turn, this has had a significant
impact on research investigating teacher self-efficacy and bullying intervention and

162
prevention programs (Zee, Jong, & Koomen, 2017). An essential aspect of the classroom
centers around teacher self-efficacy (Miller, Ramirez, & Murdock, 2017). For educators, a
higher level of self-efficacy allows one to better deal with challenging behaviors, guide
instruction, influence commitment, and teach mannerisms (Klassen & Tze, 2014). Teachers
are essential for intervening and preventing bullying. Without anti-bullying programs, the
way teachers believe would be the sole extent to which they deal with bullying and
victimization issues (Gregus et al., 2017). Hence, the various school anti-bullying programs'
implementation and execution play a significant role in eliminating bullying and its
consequences (Guimond, Brendgen, Vitaro, Dionne, & Boivin, 2015). Research suggests
that less than one in five schools enforce any bullying or prevention programs (Gregus et al.,
2017). Creating bullying intervention assists with remediating deficits concerning the
controlling or changing of student's bullying behaviors (Yeager, Fong, Lee, & Espelage,
2015). Lack of implementation of anti-bullying programs can be linked to the teachers'
various beliefs and attitudes and whether they respond to bullying issues (Gregus et al.,
2017). In turn, teacher efficacy does play a significant role in molding the involved
educators' discipline beliefs (Khoury-Kassabri, 2012). Teachers are the first defenders, and
they must feel empowered and component when dealing with bullying scenarios (Guimo et
al., 2015). Teachers are also crucial in combatting bullying because they are the individuals
to most likely witness students' victimization first-hand (Gregus et al., 2017).
Empirical Literature
Chapter Two provided a plethora of literature that corroborated the participants'
views, understandings, and perceptions of bullying and the interventions used to diminish the
issue related to students with disabilities. Bullying has distinct features such as the intention
to harm, repetitive acts, and a definite imbalance between the victim and the bully (Gaffney et
al., 2018).
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Teachers’ perceptions of bullying and the student with disabilities. Bullying
among students has been documented as being an important issue, with well-documented
adverse consequences for the victims (Chatzitheochari et al., 2016). Studies have reported
that peer victimization is higher among students with disabilities (Zablotsky et al., 2014).
Those students may experience elements of hatred, teasing, bullying, or exclusion (Leseyane
et al., 2018). This study’s participants highlighted witnessing students with disabilities
endure some type of harassment. Many teachers also pointed to seeing the bullying of
students who exhibited more significant characteristics of disabilities over those students
without more noticeable characteristics. Suggested was that students with disabilities have a
higher risk for their connection to direct bullying at a far more significant rate than those
without disabilities (Blake et al., 2016; Hartley, Bauman, Nixon, & Davis, 2015). A metaanalysis that reviewed 152 various studies found that the peers of students with disabilities
rejected at least eight out of ten students with learning disabilities (LD), and they saw the LD
student as deficient in the areas of abilities and social problem-solving, causing them to less
likely select them as a friend (Espalage et al., 2015).
Two decades of research provided documentation suggesting students with social and
physical issues have higher victimization rates than those without (Blake et al., 2016). The
high number of bullied students with disabilities highlights that being a student with
disabilities is a predictor of the bullying phenomenon (Espelage, 2014; Rose, Monda-Amaya,
& Espelage, 2011).
Many of the study’s participants' definitions of bullying included causing harm, being
repetitive, and involved the weaker versus stronger relationship. Some participants
mentioned bullying is unwanted attention. Each participant gave their varying views, but
there was not a distinct definition of the term bullying.
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Campus and district initiatives and meeting the needs of victimized students with
disabilities. Today, there is a more in-depth understanding among individuals about bullying
occurrences with our schools, especially related to students with disabilities (Bartolo, 2017).
Now more than ever, educators, administrators, and other essential stakeholders within the
school setting need to rapidly act when combating bullying of students with disabilities to
prevent the violation of the rights afforded to them (Yell et al., 2016). There is a drastic need
to do more than focus on the misconduct; schools need to ensure that students' civil rights are
sanctioned and that the educational rights of all are not being violated (U.S. Department of
Education, Office of Civil Rights, 2014b).
Teacher participants suggested a need for the district to implement additional
initiatives geared towards bullying, explicitly bullying against students with disabilities.
There was a reoccurring initiative entitled Restorative Practice that many participants
mentioned. Many suggested that they cannot complete this initiative with due diligence due
to the mounting pressures that come with teaching. The successful implementation of
bullying prevention and intervention initiatives depends on how teachers interact with the
various programs and what particular resources are available (Chen & Chen, 2018). “Initial
structures for addressing bullying at the school level, such as collaboration and problem
solving, targeted interventions, professional development, and student awareness initiatives,
should be in place at each educational facility” (Rose & Monda-Amaya, 2012, p. 101).
Additionally, mentioned was the need for additional time to positively and effectively
implement any prescribed intervention and prevention program. Educators face several
mounting barriers as they attempt to address bullying, including lack of time, resources, and
training (Bradshaw et al., 2013; Hall & Chapman, 2018). Teacher participants expressed
their desire to employ social and emotional learning more frequently but currently cannot due
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to mounting pressures. Positive program outcomes occur when teachers implement each
desired intervention with fidelity (Menesini & Salmivalli, 2017).
Teachers unintended bullying and the school climate. The school's significance
goes beyond just the concept of education (Sivaraman et al., 2018). The school climate's
magnitude and its dominant effects on students' overall well-being were acknowledged over a
century ago (Acosta et al., 2018). The comprehensive school culture consists of the school’s
general beliefs surrounding teachers, staff, and pupils (Laftman et al., 2017). Schools could
positively use their views and climate as an effective defense against bullying in general
(Bevilacqua et al., 2017). Positive school climates enable lower rates of victimization (Yoon
et al., 2016).
An institution's philosophy and mindset can significantly affect the school’s
administrators, teachers, parents, students, and behaviors (Farina, 2018). Participants
discussed their concern with the lack of focus on bullying interventions, especially related to
bullying among students with disabilities. Incorporating learning, practicing, and focusing on
age-appropriate skills concerning a safe environment is vital when implementing strategies
and programs focused on bullying prevention for students with disabilities (Rose & MondaAmaya, 2012). The school and district’s philosophy emphasizes academic success for all
students. While this focus is essential, the participants voiced their desire to incorporate more
social and emotional development within their daily dealings. Several suggested that they
have attempted to convey this sentiment to colleagues and the administration team. Still,
little has been done to progress the movement of incorporating social and emotional
programs and initiatives.
Additionally, participants also mentioned that involving all stakeholders is essential
for positive outcomes to occur concerning bullying. When intervening within our elementary
schools, parent, student, teacher, and peer support help improve students' and teachers'
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efficacy beliefs (Bandura, 2002b). For example, including the family will aid with the
intervention program’s success since many intervention programs that do not include the
family do not flourish (Kaufman et al., 2018). Including families will also improve teachers'
self-efficacy belief in their ability to combat bullying because significant social support
improves self-efficacy views (Bandura, 2002; Delahaij & Van Dam, 2017). The bullying
phenomenon could be decreased by fostering positive relationships between parent and child
and student and teacher (Adegboyega et al., 2017). Participants expressed the importance of
promoting positive relationships with students. Participants also described that teachers
could help students interact with bullying and other issues while developing relationships.
Teachers hold a unique position within schools, and how they interact within the
school climate can affect bullying (Troop-Gordon & Ladd). Teachers' vital role is critical
when discussing the school's environment and its ability to impact student perceptions and
overall actions (Farina, 2018).
Teachers’ available resources and intervening in incidents of bullying. How
teachers intervene within bullying circumstances affects the school’s environment, whether
negatively or positively (Troop-Gordon & Ladd, 2015). Participants mentioned that school
administration teams and counselors are essential factors in the bullying phenomenon.
Several research participants voiced that administrators are highly valued and are easy to
converse with concerning bullying intervention strategies and concerns. Reiterated was that
one-on-one meetings were one way that these critical conversations occurred. Administrators
are essential when understanding the bullying phenomenon because they are crucial resources
in the school’s intervention processes (Karikari, Brown, Ashrifi, & Storms, 2020). Research
has identified key strategies to empower administrators in their fight against bullying. Those
strategies consist of providing a targeted guidance curriculum, monitoring instruction,
provision of a disciplinary agreement for those found guilty of violating anti-bullying
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policies, and involving parents and students in bullying prevention efforts to address the issue
(Kearney & Smith, 2018). The school’s principal is the ultimate gatekeeper, and their
primary goal is to oversee the campus's programming and provide a supportive environment
for all the students within their building (Karikari, Brown, Ashrifi, & Storms, 2020).
Counselors are essential stakeholders whose role is to advocate, be a cheerleader of
social change and justice for all, and motivator (Mitcham, Portman, & Dean, 2009). To be a
change agent, counselors must empower the entire school community, including students,
families, and the community (Mitcham, Portman, & Dean, 2009). Additionally, counselors
develop the overall school climate and community and develop their students' emotional and
social abilities (Mitcham, Portman, & Dean, 2009). Students with disabilities need a
champion like a school counselor to advocate and promote their holistic well-being by being
a social justice promoter (Mitcham, Portman, & Dean, 2009). The participants expressed that
they feel that their school counselor has stepped up to the challenge to fulfill the features
mentioned above.
Implications
This study has added to the current theoretical, empirical, and practical implications
related to the phenomenon of bullying. The purpose of this section is to reveal the 15
participants' perspectives regarding the study's phenomenon to aid in unveiling the
implications created from the data of this study. Included as well are possible
recommendations for all stakeholders involved in the bullying phenomenon.
Theoretical Implications
The advancement of the theoretical presumptions of Bandura’s (2002) social
cognitive theory occurred through this study by looking deeper into the cognitive processes
of the participants to better understand the possible changes and modes concerning behavioral
movements about one’s self-efficacy (Badura, 1997; Pfitzner-Eden, 2016; Macaulay, Betts,
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Stiller, & Kellezi, 2020). Self-efficacy is considered the way one looks at their ability to
succeed in a particular situation. A teacher with high self-efficacy is influential because this
leads to them being more likely to intervene in bullying acts (Macaulay, Betts, Stiller, &
Kellezi, 2020). Teachers are significant concerning prevention and antibullying strategies
and are responsible for the successful implementation (Macaulay, Betts, Stiller, & Kellezi,
2020). The teachers within this study felt they were vital in implementing any type of
successful intervention and prevention practices. Educators' behaviors and dealings
regarding students are critical when concerning the school environment's social impact
(Banzon-Librojo, Garabiles, & Alampay, 2017).
This study's teacher participants revealed through their responses that their teacher
self-efficacy beliefs are somewhat low. The lack of teacher professional training on bullying
intervention and anti-bullying campaigns, lack of knowledge regarding the definition of
bullying, and time restraints were crucial findings that teachers felt prevented them from
having a higher self-efficacy belief. The lack of intervening during bullying episodes for
teachers may be due to non-teacher awareness and teacher attitudes (Mucherah, Finch, White,
& Thomas, 2018; Troop-Gordon & Ladd, 2015), and was suggested through the participants’
responses as well.
Empirical Implications
The amount of research surrounding bullying is massive. This study's intended
mission included closing the literature gap related to the teacher participants’ views,
understandings, and perceptions of anti-bullying initiatives and prevention programs
combatting the issue of bullying amongst the student population of students with disabilities.
There have been many bullying-related studies, but little have expanded and obtained
teachers' views dealing with the phenomenon. Even more so, we can still argue that little
regarding literature has been emphasized with a supportive comprehensible theoretical
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framework (Volk et al., 2017) related to teachers’ perceptions of victimized students with
disabilities anti-bullying prevention programs targeted to help. It is imperative that we now
focus on the varying circumstantial, historical, and organizational factors that impact bullying
actions (Maunder & Crafter, 2018). Research suggests through empirical evidence that there
is a deficiency in the use of teacher interventions concerning bullying (Kevorkian et al.,
2016). This study confirms this thought through the participant responses. The reason for the
lack of teacher intervention and prevention protocols, according to the participants, was the
lack of opportunities to expand their knowledge base concerning these items. Without
additional resources and strategies, teacher participants expressed their lack of knowledge
and confidence concerning the phenomenon of bullying and their ability to intervene.
This study and its findings have advanced the issues related to interventions and
initiatives geared towards students with disabilities who are bullied. This advancement
occurred due to the insight from the participants regarding this phenomenon. Just as prior
research has suggested, participants feel the need for a comprehensible definition of bullying,
more professional development opportunities, additional awareness initiatives concerning this
topic, and more innovative resources.
Practical Implications
This study supports various insights that will empower teachers, parents, and the
administration team to utilize better anti-bullying intervention and prevention strategies
concerning students with disabilities. The insight gained from this study helps to provide
greater awareness into the already immense amount of empirical work available concerning
the topic of bullying. Further, garnering this phenomenon's perceptions firsthand from
individuals dealing with this topic was vital to better enhance the currently available policies.
Teachers. The 15 teacher participants lent their voices to help improve this study’s
journey concerning delving into the participants' beliefs related to their views and

170
understandings of the phenomenon of bullying intervention and prevention measures aimed
at victimized students with disabilities. The data retrieved from the participants implicated
that schools need to better equip our teachers with initiatives and strategies that will arm them
in fighting bullying situations, more so concerning students with disabilities. School is the
central location in which aggressive behaviors initiate; therefore, teachers are considered a
central part of the equation when dealing with bullying management (Campaert et al., 2017;
Yoon & Bauman, 2014).
An additional implication outlined through the teacher participants’ interviews, the
focus group session, and participant journals is the need for a universal definition of bullying.
The ideal situation would involve teachers viewing emotional, verbal, and physical bullying
as equal in their severity (Hajdukova et al., 2016; Veenstra, Lindenberg, Huitsing, Sainio, &
Salmivalli, 2014). Teachers’ failure to intervene appropriately might be due to their lack of
understanding of bullying's true definition (Hajdukova et al., 2016). Once teachers become
aware of bullying and mediate promptly and adequately, the diminishing of the victims'
suffering can occur (Li-Ming, Yu-Hsien, & Cheng, 2017).
Many of the educators who participated in the study were enthusiastic about
combating bullying and bullying against students with disabilities. As suggested by research,
several teacher participants indicated that they needed and longed for additional training on
the various available policies and initiatives, both district and campus-wide. Also suggested
by research was that although educators' primary role is to be a central component in tackling
bullying, teachers are not entirely prepared to tackle this feat (Oldenburg et al., 2016). An
increase in awareness related to bullying intervention is needed regarding the bullying
dynamic (Batalli, 2017; Macaulay et al., 2018). Many of the educator participants also added
that time is a significant factor in combatting bullying. The critical focus within a vast
amount of the participants' schools was academics and testing. Several teacher participants
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felt it was challenging to implement any preventive measures concerning bullying due to the
need to ensure students were ready for the end of the year standardized testing. It is
imperative that one looks at the various experiences of students with disabilities to provide an
equal opportunity (Caskey, Innes, & Lovell, 2018) to grow, not only academically but also
concerning social aspects (Flaugnacco et al., 2015). The participants in this study voiced
their concern regarding the lack of available resources, strategies, and interventions to
provide essential support to students with disabilities concerning bullying.
Administrators. School administrators should be aware of their teachers’ self
efficacy beliefs. This knowledge will equip them to assess better what training or guidance is
needed to improve bullying behavior against students with disabilities. The administration
team should also ensure that their teachers are aware of their own self-efficacy beliefs. By
aiding teachers with better understanding their views, attitudes, and behavioral characteristics
and training them in preventing bullying, schools are assuring that teachers will be fully
equipped to participate effectively in school-based anti-bullying programs (Sokol et al.,
2016).
Another implication tied to the administration team found throughout the participant
statements led to the need for additional training, strategies, initiatives, and whole-school
intervention and prevention programs. School-wide anti-bullying activities were said to
motivate teachers to be more sympathetic to the victim and intervene at greater rates (Sokol et
al., 2016). Many teachers desired such whole-school initiatives to occur within their schools.
Past research studies have suggested that ill-treatment among those students with
distinct disabilities occurs at higher rates in the student population with disabilities
(Zablotsky et al., 2014). Many participants, however, suggested that they were unaware of
bullying occurring within their school. Stated was that they know that it is most likely
happening, but students are not reporting bullying incidents.
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Students with disabilities are known to be at a higher risk for their association with
direct bullying, and this by far is much more significant than those students without
disabilities (Blake et al., 2016; Hartley, Bauman, Nixon, & Davis, 2015). The school's impact
on students reaches far beyond just education (Sivaraman et al., 2018). Brought to light were
the school climate's importance and its powerful effects on a student’s well-being and how it
was discussed more than a century ago (Acosta et al., 2018). Administrators must foster a
climate that promotes advocacy for prevention and intervention protocols to help fight
bullying amongst students with disabilities.
Stakeholders. There is a need for several essential individuals to be including in the
prevention of bullying victimization. A school-wide approach to preventing and intervening
in bullying can be beneficial when the school involves all the individuals involved in
bullying, including bullies, bully-victims, peers, educators, para-professionals, parents, and
the community (Sivaraman, Nye, & Bowe, 2018). Those programs exhibiting characteristics
of not being successful had a lack of funding and available resources, lack of parental and
community patronage, unstructured policies, and an environment that was too demanding
(Bradshaw et al., 2013). The teacher participants expressed their desire for positive successes
concerning intervention and bullying prevention against students with disabilities. As evident
by research, schools most employ the help of all stakeholders involved with our students'
development.
Delimitations and Limitations
There were several delimitations within this qualitative case study, constraints set by
me, the researcher. The study's research design was a qualitative, collective case study.
Purposeful sampling was used to retrieve participants for the study. The participant
recruitment was geared towards recruiting elementary teachers. Each participant had to be
over the age of 18. The participants also had to have taught a student with disabilities within
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the last five years. In response to the pandemic (Covid-19), conducted interviews happened
via Zoom, a video-conferencing tool, or a recorded telephone call. The completed focus
group occurred through the Zoom video-conferencing platform as well. I also utilized Adobe
Acrobat Document, Google Forms for the participant journals, emails, phone calls, and text
through the data collection process. To assist with analyzing the data, the qualitative
software program NVivo aided with the dissection of the collected data sources. Many
potential participants were stressed, overwhelmed, and fatigued. Due to those facts, evident
by the possible participant responses, a total of only 15 participants agreed to participate.
This study also had varying limitations or limits beyond my control. The research
study's sample size happens to be a limitation of the study. Initially, the projected participant
count was to be at least 25 educators. I, the researcher, reached out to a vast number of
educators during the recruitment process. Many expressed being overwhelmed with Covid19 in general, as well as virtual online learning. After numerous emails, 15 educators agreed
to participate. Through the 15 participants, I was able to garner insightful feedback and
knowledge about the study's phenomenon of teachers' perspectives on bullying interventions
related to students with disabilities.
An additional limitation was the study's setting. Each participant was employed
through the same urban school district. Although in-depth knowledge was obtained from the
study's participants, another urban school district within our region might have varied
experiences dealing with interventions and students with disabilities. Insight from other
districts could aid in improving and gaining a greater grasp of the phenomenon.
Another limitation is the selection of participants. There were very few respondents
concerning the participant recruitment email. Due to this fact, I selected from a relatively
small sample of teachers who agreed to participate. For example, it would have been
beneficial to have an even number of males and females and a representation of different
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ethnic groups. Despite this study's limitations, the extensive participant narratives should
deepen understanding of the subject matter, advance the theoretical suppositions, evoke
social and practical changes, and close and strengthen the prior research (Levitt, 2019).
Recommendations for Future Research
To further advance this study in future research, one suggestion is for fellow
researchers to conduct a research study regarding teachers' perceptions, knowledge, and
understandings about interventions related to students with disabilities within different
schools and districts. Obtaining more in-depth insight such as this would allow for a more
precise depiction of the subject matter at hand. Further research such as this could also lead
to additional anti-bullying measures that would better advance the studied participant
population.
This research study focused on the bullying interventions used for victimized students
with disabilities within the elementary sector. Reaching beyond the elementary school
setting, including middle and high school teachers' perspectives, could lend itself to
developing different anti-bullying policies and conversations to help better define, prevent,
and recognize the phenomenon of bullying against students with disabilities. A future study
gathering insight from middle school and high school educators could offer itself to aiding in
a more precise and generalized description of the educators' perceptions, knowledge, and
understanding of bullying interventions to help students with disabilities. The data gathered
could provide a broader scope of interventions, strategies, and initiatives to arouse positive
changes regarding bullying interventions.
In addition to looking at a broader range of educators to enhance this study's scope,
future research should involve all the stakeholders involved in the bullying issue and its
prevention. The additional stakeholders should include parents, administrators, guidance
counselors, and community partners. Involving all stakeholders would provide a more
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comprehensive understanding and multiple perspectives of the bullying phenomenon and
how it affects all involved within the learning environment. These various views could
promote dialogue that would allow all to alleviate the traumatic occurrences of bullying
better.
It is also essential to gather students' views concerning their interpretations of teacherself efficacy about bullying. Future studies could seek students' knowledge regarding the
most effective bullying interventions from their viewpoint. Gaining an insider's perspective
could prove beneficial in aiding students to improve navigating through the issue of bullying.
Beyond looking towards students regarding the effectiveness of interventions, future
studies should look deeply into practical resources, interventions and prevention strategies,
and overall district and school policies associated with combatting bullying, especially related
to students with disabilities. Many of this study’s participants mentioned looking towards the
administration team, including counselors, as their primary source for alleviating bullying
issues. Delving deep into the beneficial available resources for all stakeholders involved
within the bullying phenomenon is essential to paving the way to becoming better equipped
to combat bullying's enormous problem. The future investigation of institutions or districts
that utilize effective multi-method programs, such as School-Wide Positive Behavior
Interventions and Supports (SWPBIS) or Fairplayer.Manual, could better help institutions
effectively intervene in bullying behaviors, prompting more of an overall positive school
climate.
Another recommendation concerning future studies is to increase the sample size to
provide additional insight into this present study's findings, then extending the concepts
presented. Gaining numerous interpretations and understandings regarding this study’s
phenomenon could lead to a more comprehensible expression of the views of those who are
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involved with equipping all in addressing bullying. These additional views could better aid
in establishing broader policies and protocols concerning bullying initiatives.
Summary
The purpose of this collective, qualitative case study was to realize, define, and
comprehend teachers’ perceptions of intervention and prevention measures addressing
bullying of students with disabilities. Each participant was well-versed and had a
professional background related to the field of education as they discussed the phenomenon
of the study from their distinct viewpoints. The experience related to the area of education
ranged from five to 30 years. Data occurred by utilizing data collection steps outlined by
(Creswell, 2019) which included identifying participants, obtaining participant permission for
the study, and gathering pertinent information through interviews, focus groups, and
participant journals. The data analysis for this study was a distinct process that involved
taking the data apart, allowing one to ascertain an individual’s response and putting it back
together to summarize the findings (Creswell, 2019). Data analysis was crucial to answering
better the specified research questions, which involved drawing conclusions, visual
representations, and explaining the study’s conclusion (Creswell, 2019). The interpretation
of the data led to significant findings. The findings’ implications could enhance current and
future intervention and prevention practices. The implications could also equip stakeholders,
administrators, and education officials to better arm our frontline workers, the teachers.
Chapter Five began with a brief overview of this chapter’s content. This chapter
summarized the findings and associated them with the related theoretical and empirical
literature highlighted in Chapter Two. Chapter Five continued with suggesting
methodological and practical implications. Delimitations and limitations were detailed, along
with recommendations for possible future research.
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One resounding finding was that teachers were aware of their inability to
appropriately intervene in the bullying phenomenon, especially related to students with
disabilities. One reason brought to light by the participants was that there is no universal
definition concerning bullying. Many participants gave a detailed explanation of their beliefs
of the meaning of the word bullying. However, there was not one concise definition
mentioned by all the participants. Having a cohesive description concerning bullying will
allow all stakeholders to be on the same page as what bullying is and the corresponding
characteristics.
Another key finding was that teachers require additional training opportunities related
to intervention and prevention strategies and initiatives geared towards combatting students
with disabilities. A significant amount of educators do not understand how to appropriately
mediate in bullying occurrences (Rosen, Scott, & DeOrnellas, 2017). Effectively intervening
means implementing interventions with fidelity (Childs, Kincaid, George, & Gage, 2015;
Gage, Grasley-Boy, & George, 2018; Hall & Chapman, 2016). Teacher participants
expressed the need for additional training explicitly geared to meet students' needs with
disabilities. Teacher participants highlighted that the deficiency in training opportunities for
systems and structures made it challenging to use recommended intervention strategies
(Cerezo & Rubio, 2017; Gimenez-Gualdo et al., 2018). As research suggests, what will not
be efficient nor work is allowing teachers to intervene solely by following their own
strategies or understandings (Hawley & Williford, 2015).
An additional finding suggested by the collected participant narratives was that
educators have moments that include unintended bullying. It is imperative to perceive how
teachers' attitudes and actions positively affect a school's prevention efforts (GimenezGualdo, Arnaiz-Sanchez, Cerezo-Ramirez, & Prodocimo, 2018). Research suggests that the
teachers’ condoning of bullying behaviors may be prompting the increase and encouragement
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of bullying found throughout the school (Hajdukova et al., 2016; Zaden, Denessen, &
Scholte, 2015). Teachers are fundamental concerning their role in educating students, while
also being important in developing students’ social and emotional needs (Huang, Lewis,
Cohen, Prewett, & Herman, 2018; Macaulay et al., 2018). Teachers are expected to provide
strong leadership and the aptitude to improve upon issues plaguing the school at large
(Macaulay et al., 2018).
Concerning bullying, Bandura's (2002) social cognitive theory suggested that selfefficacy plays a significant role in the bullying dynamic (Thornberg et al., 2017). In
education, self-efficacy plays an essential role in teaching and learning (Oliveira Fernandez,
2016). As it relates to bullying prevention, a teacher's positive or negative thoughts regarding
the various initiatives and their implementation efforts are instrumental in combating bullying
(Chen & Chen, 2018). “Reducing and preventing bullying requires the joint efforts of the
policymakers, school administrators, teachers, students, parents and community members”
(Adegboyega et al., 2017, p. 249). Schools must safeguard against the lack of teacher
understanding about strategies and bullying, time hindrances, and other school factors to
intervene effectively. A lack of faculty training, awareness, knowledge about processes
involved, knowledge regarding proper protocols, follow-through, time constraints, and
additional competing factors related to students make executing anti-bullying interventions
difficult (Hall & Chapman, 2016). Looking further into the accounts of varying educators,
administrators, parents, and other key stakeholders could improve teacher-self efficacy
beliefs and eliminate the various obstacles concerning preventing and intervening in bullying
acts committed against students with disabilities. Bullying within schools may be better
alleviated when teachers become trained and stated are clearly outlined policies and
intervention protocols concerning the various types of bullying (Batalli, 2017).
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Teachers’ roles are essential in educating students academically, socially, and emotionally
(Huang, Lewis, Cohen, Prewett, & Herman, 2018; Macaulay et al., 2018).
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APPENDIX or APPENDICES
Appendix A: Interview Protocol Form
Interview Protocol Form
(National Center for Postsecondary Improvement, 2003)
Faculty Interview Protocol
Institution: _____________________________________________________
Interviewee (Title and Name): ______________________________________
Interviewer: Will Lela Combs-Jones
Pre-Interview Screening Questions:
1. Do you teach within an elementary school setting?
2. Are you 18 years of age or older?
3. Have you taught a student with disabilities within the last 5 years?
Interview Protocol Form: Short Form
1. What is your current position?
2. How many years have you been in the field of education? How many years have you
been at your current institution?
3. What was your highest degree?
4. What was your field of study?
5. What is your interaction with the students who have a disability?
6. How do you define the term bullying?
7. What resources are available to faculty for improving upon bullying intervention
policies and practices?
8. What is changing about the bullying intervention practices on your campus?
9. What have you or your colleagues encountered regarding resistance relating to
intervention policies and initiatives concerning bullying reform on your campus?
10. How are intervention policies against students with disabilities achieved at your
institution?
11. What are some of the significant challenges you face in attempting to change current
intervention practices? What are the significant opportunities?
12. To what extent are intervention policies and initiatives valued on your campus?
13. What are strategies and faculty development opportunities for intervention for bullying
against students with disabilities?
14. What are your additional thoughts concerning bullying or anti-bullying procedures that
you would like to discuss?
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Appendix B: Focus Group Protocol Form
Focus Group Protocol Form
(Krueger, 2002)
➢ Welcome: Introduce moderator and assistant facilitator
➢ Our topic is An Investigation of Teachers’ Descriptions, Understandings, and
Perceptions of Intervention and Preventions Tactics Addressing Bullying of Students
with Disabilities: A Collective Case Study. The results will be added to the Findings
section of my dissertation and will be used to fill in the gaps in the literature related to
teachers’ perceptions and the phenomenon, which may then drive change and
innovative initiatives.
➢ You were selected because you fit the criteria of being a teacher in the elementary
school setting, who has taught a student with a disability within the last five years.
You also graciously consented to take part in this focus group.
➢ Guidelines: There are no right or wrong answers, only divergent opinions of views.
Since there will be differing viewpoints, we all know that we will all not agree with
everyone’s opinion, but we all will listen respectfully to each other and their beliefs.
➢ This session will be recorded, so please speak one person at a time and clearly.
➢ Please limit your technology usage to emergencies only.
➢ As you all know, my name is Will Lela Combs-Jones, and I will guide this focus
group session while the additional facilitator will ensure the recording is working as
well as attend to any other issues.
Opening Question:
1. How have you been involved in intervening within bullying situations that
involve students with disabilities?
Guided Questions:
2. Please think back over the past year of the things that your school has
implemented regarding bullying. What went particularly well, especially as it
pertains to students with disabilities?
3. How can anti-intervention bullying programs be improved on concerning your
school and addressing the issue of bullying of the student with disabilities?
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4. Suppose that you were the administrator within your school, and you were
able to evoke one change to better the anti-bullying program(s). What would
that change be?
Concluding Questions:
5. What do you propose that we as educators could do to improve upon the antibullying programs within our schools to allow them to be more effective?
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Appendix C: Prompting Questions (Participant Journals)
Prompting Questions:
Participant Journal
Page 1:
What are some of the significant challenges you face in attempting to change current
intervention practices related to bullying of students with disabilities? What are the
significant opportunities?
How can barriers be overcome?
How can opportunities be maximized?
Page 2:
To what extent are intervention policies and initiatives valued on your campus?
Page 3:
What specific new bullying intervention practices have you implemented in your
classes related to the student with disabilities?
Page 4:
What types of faculty development opportunities have emerged on your campus that
focus on bullying intervention strategies for the classroom and the student with
disabilities?
Page 5:
What motivates you to participate in instructional development programs on campus to
aid with combatting the phenomenon of bullying against students with disabilities?
How frequently do you attend such programs?
How are these programs advertised to faculty?
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Appendix D: Consent Forms (Participants)
CONSENT FORM
An Investigation of Teachers’ Descriptions, Understandings, and Perceptions of
Intervention and Preventions Tactics Addressing Bullying of Students with Disabilities:
A Collective Case Study
Will Lela Combs-Jones
Liberty University
School of Education
You are invited to participate in a case study research study about teachers’ descriptions,
understandings, and perceptions of interventions and preventions addressing bullying of
students with disabilities. You were selected as a possible participant because you are 18
years of age or older, teach within an elementary school setting, and you have also taught a
student with disabilities within the last five years. Please read this form and ask any
questions you may have before agreeing to be in the study.
Will Lela Combs-Jones, a doctoral candidate in the School of Education at Liberty
University, is conducting this study.
Background Information: The purpose of this case study is to discover and describe
teachers’ perceptions of intervention and prevention programs addressing bullying of students
with disabilities in elementary schools found throughout a large, suburban school district that
is in the central region of the United States. At this stage in the research, bullying can
generally be defined as repeated and intentionally aggressive acts perpetrated towards those
individuals who are considered less powerful (Sokol, Bussey, & Rapee, 2016). The theory
guiding this study is Bandura’s (2002) social cognitive theory (which describes how one’s
self-efficacy, or the way they see themselves) aids or hinders their efforts in intervening
against bullying acts. The following questions will help guide the research study;
RQ 1: What do teachers perceive to be the needs of students with disabilities
who are bullied?
RQ 2: What resources and supports do teachers gather to obtain ideas about bullying
intervention for students with disabilities?
RQ 3: What specific interventions are in place to address the issue of bullying for
students with disabilities?
RQ 4: What are teachers' perceptions of the results of the implemented bullying
interventions as it relates to students with disabilities?
Procedures: If you agree to be in this study, I would ask you to either complete an interview,
or participate in a focus group session. Participants will be randomly divided into two
groups, Group A and Group B. Group A (interviews) contains 10 participants, while group B
(focus group) contains 5 participants. All participants will be asked to keep a journal.
Method 1: (Interviews):
a) Participants will be interviewed once during this study. There will be a total of
10 individuals asked to participate within the interview process. Each
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interview will last approximately 30-45 minutes. The participants will be
asked to meet a second time for about 45-60 minutes in order to review,
revamp, or clarify any items pertaining to the initial interview. This will be
done through taking an in-depth look at the initial interview transcript. With
your permission only, the discussions will be recorded to help me better
transcribe the interview.
Method 2: (Focus Groups):
a) Participants will be asked to participate in one focus group session during the
data collection phase of this research study. The focus group will last
approximately 45-60 minutes. This will allow participants to openly express
their views of the phenomenon being studied. There will be a total of 5
participants asked to participate in the focus group session. The focus group
session will be audio and video recorded for the purpose of accurate
transcription. Participants will be contacted after the initial session to review,
revamp, or clarify the transcription of the focus group. The follow-up session
to review the transcribed focus group session will be approximately 45-60
minutes in duration.
Method 3: (Participant Journals):
a) All participants will be asked to keep a journal with their thoughts and views
regarding the subject matter of intervention and prevention programs as it
relates to combatting bullying of students with disabilities. The participants
will be asked to either write or email their thoughts and perspectives for a
duration of one-week. The participants will be given open-ended questions to
help guide their thinking.
Risks: The risks involved in this study are minimal, which means they are equal to the risks
you would encounter in everyday life.
Benefits: Participants should not expect to receive a direct benefit from taking part in this
study. Taking part in this study may not have direct benefits for you, but it will help me learn
more about teachers' perceptions of intervention and prevention programs regarding the
bullying of students with disabilities. The resulting findings could aid in making future
informed decisions regarding the subject matter.
Compensation: Participants will not be compensated for participating in this study.
Confidentiality: The records of this study will be kept private. In any sort of report I might
publish, I will not include any information that will make it possible to identify a subject.
Research records will be stored securely, and only the researcher will have access to the
records. I may share the data I collect from you for use in future research studies or with other
researchers; if I share the data that I collect about you, I will remove any information that
could identify you, if applicable, before I share the data.
•

I will conduct the interviews in a location where others will not easily
overhear the conversation.

218
•
•
•
•

Data will be stored on a password-locked computer and a locked file cabinet
and may be used in future presentations. After three years, all electronic
records will be deleted, and all hard copy records will be shredded.
Interviews and the focus group will be recorded and transcribed. Recordings
will be stored on a password-locked computer for three years and then erased.
Only the researcher will have access to these recordings.
Participants will be assigned a pseudonym. Pseudonyms will replace the actual
names of the participants to ensure confidentiality.
I cannot assure participants that other members of the focus group will not
share what was discussed with persons outside of the group.

Voluntary Nature of the Study: Participation in this study is voluntary. Your decision of
whether to participate will not affect your current or future relations with Liberty University.
If you decide to participate, you are free not to answer any question or withdraw at any time
without affecting these relationships.
How to Withdraw from the Study: If you choose to withdraw from the study, please
contact the researcher at the email address/phone number included in the next paragraph.
Should you decide to withdraw, data collected from you, apart from focus group data, will be
destroyed immediately and will not be included in this study. Focus group data will not be
destroyed, but your contributions to the focus group will not be included in the study if you
choose to withdraw.
Contacts and Questions: The researcher conducting this study is Will Lela Combs-Jones.
You may ask any questions you have now. If you have questions later, you are encouraged
to contact her at 817-614-8295 or will.combs@fwisd.org. You may also contact the
researcher’s faculty chair, Dr. Vivian Jones, at vojones2@liberty.edu.
If you have any questions or concerns regarding this study and would like to talk to someone
other than the researcher, you are encouraged to contact the Institutional Review Board,
1971 University Blvd., Green Hall Ste. 2845, Lynchburg, VA 24515 or email at
irb@liberty.edu.
Please notify the researcher if you would like a copy of this information for your records.
Statement of Consent: I have read and understood the above information. I have asked
questions and have received answers. I consent to participate in the study.
The researcher has my permission to audio-record and video-record me as part of my
participation in this study.
___________________________________________________________________________
Signature of Participant
Date

___________________________________________________________________________
Signature of Investigator
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Appendix E: IRB Approval Letter

July 14, 2020
Will Lela Combs-Jones
IRB Approval 4130.071420: An Investigation of Teachers’ Descriptions, Understandings,
and Perceptions of Intervention and Prevention Tactics Addressing Bullying of Students with
Disabilities: A Collective Case Study
Dear Will Lela Combs-Jones,
We are pleased to inform you that your study has been approved by the Liberty University
IRB. This approval is extended to you for one year from the date provided above with your
protocol number. If data collection proceeds past one year or if you make changes in the
methodology as it pertains to human subjects, you must submit an appropriate update form to
the IRB. The forms for these cases were attached to your approval email.
Your study falls under the expedited review category (45 CFR 46.110), which is applicable to
specific, minimal risk studies and minor changes to approved studies for the following
reason(s):
7. Research on individual or group characteristics or behavior (including, but not limited to, research on
perception, cognition, motivation, identity, language, communication, cultural beliefs or practices, and
social behavior) or research employing survey, interview, oral history, focus group, program evaluation,
human factors evaluation, or quality assurance methodologies. (NOTE: Some research in this category may
be exempt from the HHS regulations for the protection of human subjects. 45 CFR 46.101(b)(2) and (b)(3).
This listing refers only to research that is not exempt.)

Thank you for your cooperation with the IRB, and we wish you well with your research
project.
Sincerely,
s
G. Michele Baker, MA, CIP
Administrative Chair of Institutional Research
Research Ethics Office

Liberty University | Training Champions for Christ since 1971
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Appendix F: Site Consent Form

Stacy M. Burrell, Ph.D.
Director, Grants Compliance and Monitoring
100 N. University Drive, Suite SW212A, Fort Worth, Texas 76107
OFFICE 817.814.1850 FAX 817.814.1855 askeval@fwisd.org

...........................................................................................................................................
.....
Date: June 2, 2020
To:

Re:

Will Combs-Jones, Doctoral Student
Liberty University
Request for External Research with Fort Worth ISD
An Investigation of Teachers’ Descriptions, Understandings, and Perceptions of Intervention and
Prevention Tactics Addressing Bullying of Students with Disabilities: A Collective Case Study
(R_3prK1axrWJhBlwW)

Your application to conduct research in FWISD has been reviewed. We are pleased to inform you that
your study, An Investigation of Teachers’ Descriptions, Understandings, and Perceptions of
Intervention and Prevention Tactics Addressing Bullying of Students with Disabilities: A Collective
Case Study (R_3prK1axrWJhBlwW), has been approved.
You are free to begin your study. Please remember that all data collected in FWISD schools are
protected by the Grants Compliance and Monitoring CERR and IRB functions. This authority
supersedes any contractual agreement or Memorandum of Understanding (MOU) per FWISD-Legal.
You agree to keep all data confidential which includes creating special subject numbers, keeping data
safeguarded, not sharing or reporting individual data to third parties for research or other purposes,
and using the data only for agreed upon research and program development purposes. You
understand and agree that no confidential information regarding any individual teacher or student
will be disclosed in any document intended for public disclosure.
Although this letter constitutes approval from the Grants Compliance and Monitoring Department,
you must have the appropriate District’s leadership consent before you can start your study. Principal,
teacher, student, and parent participation in your study is strictly voluntary. Share this letter as
verification of approval with any District and/or school personnel when you are contacting them for
assistance.
Please send us results and/or publications resulting from your study. We wish you the best in your
research. Please contact AskEval@fwisd.org if you have further questions.

Sincerely,
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Stacy M. Burrell, Ph.D.
Director, Grants Compliance and Monitoring
CC:

Mirgitt Crespo, Interim Senior Officer of Grants Development, Management and Monitoring
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Appendix G: Participant Recruitment Email

Participant Recruitment Email
Dear [insert name],
My name is Will Lela Combs-Jones, and I am a doctoral student from the School of
Education at Liberty University. I am writing to invite you to participate in my research
study about teachers’ descriptions, understandings, and perceptions of interventions and
preventions addressing bullying of students with disabilities. You are eligible to be in this
study if you have taught within the elementary school setting, as well as have taught a student
with disabilities within the last five years.
If you decide to participate in this study, you will be randomly assigned to participate in
either Method 1 (Interview) or Method 2 (Focus Group). All participants will be asked to
complete Method 3 (Journals).
Method 1: (Interviews):
a) Participants will be interviewed once during this study. There will be a
total of 10 individuals asked to participate within the interview
process. The interview will last approximately 30-45 minutes. The
participants will be asked to meet a second time for 45-60 minutes in
order to review, revamp, or clarify any items pertaining to the initial
interview. This will be done through taking an in-depth look at the
initial interview transcript. With your permission only, the discussions
will be recorded to help me better transcribe.
Method 2: (Focus Groups):
a) Participants will be asked to participate in one focus group session during the
data collection phase of this research study. This will allow participants to
openly express their views of the phenomenon being studied. There will be a
total of 5 participants asked to participate in the focus group session. The
focus group session will last approximately 45-60 minutes. The focus group
session will be audio and video recorded for the purpose of accurate
transcription. Participants will be contacted after the initial session to review,
revamp, or clarify the transcription of the focus group. The follow-up session
to review the transcribed focus group session will be approximately 45-60
minutes in duration.
Method 3: (Participant Journals):
a) All participants will be asked to keep a journal with their thoughts and
views regarding the subject matter of intervention and prevention
programs as it relates to combatting bullying of students with disabilities.
The participants will be asked to either write or email their thoughts and
perspectives for a duration of one-week. The participants will be given
open-ended questions to help guide their thinking.
Your name and/or other identifying information will be collected as part of your
participation, but this information will remain confidential.
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Remember, this is completely voluntary. You can choose to be in the study or not. Prior to
participating in the interview or focus group process, and to ensure all participant eligibility
requirements are met, each potential participant is asked to complete the screening questions
that are attached to this email. Please forward all screening responses via email to
will.combs@fwisd.org.. After eligibility criteria has been verified through the returned
screening questions, a consent form will be provided and will offer a more detailed account
of the study. A signed consent form from each participant will be needed at the beginning of
your initial interview or focus group session. If you would like to participate and schedule
your interview/focus group or if you have any questions about the study, please email me at
will.combs@fwisd.org..
Thank you very much.
Sincerely,
Will Lela Combs-Jones
Educational Doctoral Student, Liberty University
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Appendix H: Ethical Considerations’ Table

Ethical Considerations
Displays a Sense of Social Responsibility
and the Belief that all Students can Learn:
Fruit of the Spirit:
Love, Joy, Peace, Goodness
(Gal 5:22, 23)

Demonstrates Commitment and Work
Ethic:
Fruit of the Spirit:
Longsuffering
(Gal 5:22, 23)

Demonstrates Reflective Practices
Fruit of the Spirit:
Faithfulness
(Gal 5:22, 23)

Displays Personal Integrity
Fruit of the Spirit:
Goodness
(Gal 5:22, 23)

Displays Professionalism in Behavior and
Actions

➢ I ensured that I exhibited a belief that all
students can succeed and are important
➢ I utilized the techniques found throughout the
case study design to seek out strategies that
will allow all to meet the needs of all diverse
learners
➢ This research gives opportunities and
motivation to ensure that students obtain their
needed essentials (physically, mentally, and
socially)
➢ I ensured that I achieved the highlighted
concepts successfully
➢ I ensured that the research study I embarked
upon was accurate and credible (Yin, 2018).
➢ My specified research timeline and committee
chair led me to ensure I completed all assigned
tasks in a timely fashion and took all
responsibilities seriously
➢ Each activity associated with this research
study found me meeting each with consistency
and punctuality
➢ I ensured that I planned effectively and
organized for the following of the proper
protocol for this collective case study
➢ I provided all participants with any needed
documentation in a timely, respectful manner
➢ I was thoughtful in pursuing educational
affairs, practices, and data dissection
➢ I made sound choices
➢ I gained insight from other educators and
participants
➢ I allowed the data to lead me to the outcomes
of the study
➢ I strived to close the gap in the literature to aid
in improving the field of education
➢ I used ethical protocols in every aspect of the
study
➢ I encouraged openness, trustworthiness, and
honesty
➢ I was a morally responsible researcher
➢ I exhibited an honest disposition that avoided
deception within the study and falsifying
information (Yin, 2018).
➢ I exhibited respect, even when being provided
constructive feedback
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Fruit of the Spirit:
Gentleness, Meekness
Temperance
(Gal 5:22, 23)

➢ I was patient and able to evoke self-control in
any given situation
➢ I will continue to be a life-long learner
➢ I was professional in my dress, demeanor, talk,
and every day dealings
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Appendix I: Themes, Subthemes, Codes, and Frequencies

Identified Themes and Open-Code Frequency
Distinct Themes

Teachers’ Perceptions
of Bullying

Described Sub-Themes
Codes
Teachers’ views on
Bullying Defined
bullying discrepancies
Repeated, Verbal
Abuse
Academics and
Teachers Overcoming
Testing over
Barriers
Bullying
Bring Awareness to
Bullying

Frequency of Codes
18

10
3

4

Removing
Predispositions

Teachers’ Perceptions
of Available
Resources

Teachers’ Perceptions
of District and
Campus Initiatives

Teachers’ Perceptions
of Unintended
Bullying Perpetration

Administrators as
Resources

Administrators’
Role

6

Counselors as
Resources

Counselor’s Role

24

Teachers’ Knowledgebased Interventions

Interventions

82

District Initiatives

Improving Bullying
Initiatives

25

District Initiatives

42

Teachers Bullying

6

Teachers
Unawareness

26

Unprepared for
Bullying

25

Teachers Lack of
Awareness
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Appendix J: Research Questions and Corresponding Themes
Research Questions
RQ 1: What do teachers perceive to be the
needs of students with disabilities who
are bullied?

Associated Themes
Teachers’ Perceptions of Bullying

RQ 2: What resources and supports do
teachers gather to obtain ideas about
bullying intervention for students with
disabilities?

Teachers' Perceptions of Available
Resources

RQ 3: What specific interventions are in
place to address the issue of bullying for
students with disabilities?

Teachers’ Perceptions of District and
Campus Initiatives

RQ 4: What are teachers' perceptions of the
implemented bullying interventions' results
as it relates to students with disabilities?

Teachers’ Perceptions of Bullying
Teachers’ Perceptions of Unintended
Bullying Perpetration
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Appendix K: Information Regarding Possible Future Research Journal Entry
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Editorial Board
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DESCRIPTION
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The International Journal of Educational Research publishes research manuscripts in the
field of education. Work must be of a quality and context that the Editorial Board think would
be of interest to an international readership. The aims and scope of the journals are to:
Provide a journal that reports research on topics that are of international significance across
educational contexts
Publish high quality manuscripts that are of international significance in terms of design
and/or findings
Encourage collaboration by international teams of researchers to create special issues on
these topics
What can papers/special issues be about?
Proposals for special issues and individual papers can be on any contemporary educational
topic of international interest. Reports of high quality educational research involving any
discipline and methodology will be welcome. However, the journal's aim and scope is to
ensure it publishes high quality research that could potentially inform research, policy and
practice beyond the context of that in which the original work is undertaken.
The research reported does not have to be comparative (in the sense of comparing aspects
of education in different countries or cultures); a paper may report research carried out in
just one location or cultural setting. Work can be drawn from any context or research
paradigm. However, the Journal tends to publish empirical research studies that have clear
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Clear understanding of how literature critically relates to the topic researched
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international context
It must follow the 'Instructions for Authors' advice given
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Subscribers may reproduce tables of contents or prepare lists of articles including abstracts
for internal circulation within their institutions. Permission of the Publisher is required for
resale or distribution outside the institution and for all other derivative works, including
compilations and translations. If excerpts from other copyrighted works
Language and language services
Please write your text in good English (American or British usage is accepted, but not a
mixture of these). Authors who require information about language editing and copyediting
services pre- and post-submission please visit https://www.elsevier.com/languageediting or
our customer support site at service.elsevier.com for more information.
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Use of language
Authors should note that they are writing for an international audience. National
colloquialisms and idiomatic use of language should be avoided to the extent possible. Word
choices and sentence constructions that might imply bias against persons on the basis of
gender, racial or ethnic group membership, disability, sexual orientation, or age should be
avoided.
Submission
Submission to this journal proceeds totally online, via
https://www.editorialmanager.com/JIJER/default.aspx, and you will be guided stepwise
through the creation and uploading of your files. The system automatically converts source
files to a single PDF file of the article, which is used in the peer-review process. Please note
that even though manuscript source files are converted to PDF files at submission for the
review process, these source files are needed for further processing after acceptance. All
correspondence, including notification of the Editor's decision and requests for revision,
takes place by e-mail removing the need for a paper trail.
PREPARATION
Length
For individual papers, a length of between 4,000 - 8,000 words is acceptable. This excludes
tables, figures and references. The word count limit is not applicable for "Research
Protocols"
NEW SUBMISSIONS
Submission to this journal proceeds totally online and you will be guided stepwise through
the creation and uploading of your files. The system automatically converts your files to a
single PDF file, which is used in the peer-review process.
As part of the Your Paper Your Way service, you may choose to submit your manuscript as a
single file to be used in the refereeing process. This can be a PDF file or a Word document,
in any format or lay- out that can be used by referees to evaluate your manuscript. It
should contain high enough quality figures for refereeing. If you prefer to do so, you may
still provide all or some of the source files at the initial submission. Please note that
individual figure files larger than 10 MB must be uploaded separately.

